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Aura Yarenis Pérez 
 
Given the growing racial and ethnic disproportionality amongst young Latinxs and early 
childhood teachers against the established benefits of racial and ethnic matching between 
students and teachers, in this study I aimed to gain insight into the often ignored trajectories and 
experiences of Latinx early childhood educators. In this study, I endeavored to address the need 
for more Latinx early childhood teachers to teach the growing majority of Latinx young children. 
I situated my study in Los Angeles, California, given the growing presence of Latinxs in Los 
Angeles County’s population and in its public-school system. It is in such a context that I sought 
to document and learn from the counter-stories of five Latinx early childhood teachers teaching 
Latinx young children. 
Utilizing Latinx Critical Race Theory (LatCrit) as a guiding theoretical framework and a 
project in humanization orientation, I posed the following research questions:  
1. How do Latinx early childhood teachers in the County of Los Angeles, California 
(where Latinxs are the growing demographic majority) verbally portray their stories 
of becoming early educators?  
2. How do Latinx early childhood teachers verbally portray their stories as early 
childhood educators in a community where Latinxs are the growing demographic 
majority?  
3. As they reflect on becoming and being Latinx early childhood teachers, what 
consejos do they have for the field of early childhood education if it is serious about 




This study involved a FotoHistorias methodology, which entailed utilizing participatory 
photography and pláticas (conversational interviews) to elicit lived experiences to “counter” 
deficit-oriented majoritarian stories of Latinx teachers, families, communities, and young 
children. Data were comprised of participatory photography, pláticas, and researcher memos. 
Findings, presented as counter-stories, shed light on necessary transformations in the field of 
early childhood teaching and teacher education. Implications point toward the importance of 
listening to and learning from Latinx early childhood teachers’ memoried experiences and 
stories, as they stand to inform the recruitment and retention of Latinx teachers within the field 
of early childhood education. 
 
i 
Table of Contents 
 
List of Tables .................................................................................................................................. iv 
List of Figures .................................................................................................................................. v 
Acknowledgments .......................................................................................................................... vi 
Dedication .................................................................................................................................... viii 
Preface ............................................................................................................................................ ix 
 
Chapter I: INTRODUCTION .......................................................................................................... 1 
Background of the Problem ................................................................................................. 1 
Statement of Problem .......................................................................................................... 2 
Terminology ........................................................................................................................ 5 
Rationale .............................................................................................................................. 7 
Statement of Purpose and Research Questions .................................................................... 8 
Theoretical Framework ........................................................................................................ 9 
Researcher Role/Positionality ............................................................................................ 11 
Significance of Study ......................................................................................................... 12 
Conclusion ......................................................................................................................... 13 
 
Chapter II: LITERATURE REVIEW ............................................................................................ 14 
Introduction ....................................................................................................................... 14 
Demographic Matching ..................................................................................................... 15 
The Demographics of Teaching, Teacher Education, and U.S. Society ........................... 18 
On Racial and Ethnic Disproportionality .......................................................................... 22 
On Latinxs: Rejecting Essentialized Portrayals, Considering Shared Histories ............... 25 
Conclusion ......................................................................................................................... 32 
 
Chapter III: METHODOLOGY .................................................................................................... 33 
Research Design ................................................................................................................ 34 
Research Site, Timing, Participants, and Pilot Study ........................................................ 38 
Research Sites ........................................................................................................ 38 
Timing ................................................................................................................... 39 
Participant Recruitment ......................................................................................... 39 
Participant Demographics .................................................................................................. 41 
Piloting Instruments ............................................................................................... 46 
Data Collection Methods ................................................................................................... 52 
FotoHistorias ..................................................................................................................... 53 
Photographs ........................................................................................................... 53 
Conversational Interviews ..................................................................................... 54 
Reflective Researcher Memos ............................................................................... 56 
Data Analysis ..................................................................................................................... 57 
Positionality ....................................................................................................................... 64 
Validity and Trustworthiness ............................................................................................. 67 
Limitations ......................................................................................................................... 68 




Chapter IV: COUNTER-STORIES ............................................................................................... 71 
Constructing Latinx Early Childhood Educator Counter-Stories ...................................... 72 
Emma ................................................................................................................................. 74 
Emma’s Profile ...................................................................................................... 74 
Emma’s Counter-Story .......................................................................................... 77 
Summary ................................................................................................................ 84 
Reflective Researcher Memo ................................................................................. 87 
Francisco ............................................................................................................................ 90 
Francisco’s Profile ................................................................................................. 90 
Francisco’s Counter-Story ..................................................................................... 92 
Summary .............................................................................................................. 100 
Reflective Researcher Memo ............................................................................... 102 
Melanie ............................................................................................................................ 104 
Melanie’s Profile ................................................................................................. 104 
Melanie’s Counter-Story ..................................................................................... 107 
Summary .............................................................................................................. 117 
Reflective Researcher Memos ............................................................................. 120 
Sofia ................................................................................................................................. 121 
Sofia’s Profile ...................................................................................................... 121 
Sofia’s Counter-Story .......................................................................................... 124 
Summary .............................................................................................................. 132 
Reflective Researcher Memo ............................................................................... 136 
Vanessa ............................................................................................................................ 137 
Vanessa’s Profile ................................................................................................. 137 
Vanessa’s Counter-Story ..................................................................................... 140 
Summary .............................................................................................................. 147 
Reflective Researcher Memo ............................................................................... 150 
Conclusion ....................................................................................................................... 151 
 
Chapter V: FINDINGS AND DISCUSSION .............................................................................. 153 
Latinx Early Childhood Teachers’ Stories of Becoming Early Educators ....................... 155 
What Informed Their Decision to Become Teachers? ........................................ 155 
The Lack of Support for Immigrant First-Generation Latinx Students ... 156 
The Covert Support of Latinx Families ................................................... 157 
Mentors as Influencers ............................................................................ 158 
Latinxs’ Commitment to Serving Latinx Communities ............................ 159 
What Obstacles Did They Encounter? ................................................................. 160 
Immigrant Latinx Experiencing In-Betweenness ..................................... 160 
Racism Latinxs Encounter Attending White Institutions ......................... 164 
Obstacles Encountered Navigating Entrance into Higher Education ..... 168 
Economic Hardships Latinx Early Educators Encounter ....................... 172 
Latinxs’ Commitment to Serving Latinx Communities ............................ 177 
What and/or Who Supported Their Journey of Becoming Early Childhood 
Teachers? ............................................................................................................. 182 
The Covert Support of Latinx Families ................................................... 182 
Mentors as Influencers ............................................................................ 186 
 
iii 
Latinx Early Childhood Teachers’ Stories of Being Early Educators ............................. 190 
What and/or Who Keeps Them Motivated to Stay in the Field? ......................... 190 
Immigrant Latinx Navigating The K-12 Educational System .................. 191 
The Covert Support of Latinx Families ................................................... 191 
Mentors as Influencers ............................................................................ 192 
Latinx Commitment to Serving Latinx Communities ............................... 195 
Consejos From Latinx Early Educators ........................................................................... 199 
Conclusion ....................................................................................................................... 205 
 
Chapter VI: IMPLICATIONS, LIMITATIONS, AND CONCLUSION .................................... 207 
Implications ..................................................................................................................... 207 
Implications for Researchers ............................................................................... 208 
Implications for Early Childhood Teacher Education Programs ......................... 210 
Implications and Recommendations for Early Childhood Policy ....................... 216 
Recommendations ........................................................................................................... 220 
Recruitment ......................................................................................................... 220 
Retention .............................................................................................................. 222 
Limitations ....................................................................................................................... 224 
Conclusion ....................................................................................................................... 226 
 
References ................................................................................................................................... 228 
 
APPENDICES 
Appendix A: Methods for Data Collection .................................................................................. 243 
Appendix B: Timeline for Study ................................................................................................. 245 
Appendix C: Dissertation Data Collection and Analysis ............................................................ 246 
Appendix D: Counter-Story as a Means of Analysis .................................................................. 252 
Appendix E: Pilot Data Collection and Analysis ........................................................................ 254 
Appendix F: Informed Consent Form ......................................................................................... 257 





List of Tables 
Table                Page 
   3.1 Participant Demographics .................................................................................................. 45 
   3.2 Participant Educational History ......................................................................................... 46 
   3.3 Timing and Length of Interviews ...................................................................................... 53 
   3.4 Data Collection Methodology and Methods ...................................................................... 57 
   3.5 Coding Examples ............................................................................................................... 60 




List of Figures 
Figure                Page 
   1.1 Teacher Diversity in California’s K-12 Public Schools .................................................... 20 
   3.1 Data Analysis Map ............................................................................................................ 63 
   4.1 Emma and Her Folklorico Team ....................................................................................... 78 
   4.2 Emma at Her Undergraduate Graduation Alongside her “Fairy Godmother” .................. 80 
   4.3 Emma, Her Wife Jazmine, and Their Pet Dog .................................................................. 81 
   4.4 Emma’s Students at Her School, Where She Taught During the COVID-19 Pandemic .. 83 
 
   4.5 Francisco in Elementary School ........................................................................................ 93 
 
   4.6 Francisco Including His Roots and Language in His Classroom ...................................... 96 
 
   4.7 Francisco in His Classroom Before the COVID-19 Pandemic ......................................... 97 
 
   4.8 How Francisco Jokingly Felt His Elementary-Aged Students Acted During Zoom ......... 98 
 
   4.9 Melanie’s Visual Collage Showing Significant Moments and Fluences in Her Life ...... 108 
 
  4.10 Melanie’s Visual Collage Depicting Her Trajectory into the Higher Educational 
 System ............................................................................................................................. 111 
 
  4.11 Melanie’s Visual Collage Showing What Motivates Her to Stay in the Field of ECE ... 113 
 
  4.12 A Self-Portrait (Selfie) of Melanie .................................................................................. 116 
 
  4.13 Sofia at Her Undergraduate Graduation Ceremony Alongside Her Mentor ................... 125 
 
  4.14 Sofia at Her Master’s Graduation Ceremony Alongside Dr. Brand ................................ 127 
 
  4.15 Sofia’s Student Engaging in a Fabric Activity in Her Kindergarten Classroom ............. 129 
 
  4.16 Sofia’s Students Enjoying Unstructured Outdoor Playtime ............................................ 131 
 
  4.17 Vanessa’s Honoring Her Mother through her Graduation Cap ....................................... 142 
 




This work would not have been possible without the support of Dr. Souto-Manning, Dr. 
Price-Dennis, and Dr. Yoon. Dr. Souto-Manning, you have been a constant role model, support 
system, and much needed source of warmth at TC. Thank you for believing in me and my work. 
I am constantly in awe and inspired by you and your work. Dr. Price-Dennis, you have been such 
a breath of fresh air at TC. It has been a privilege learning with you. Thank you for helping me 
realize what collaborative research means and why it is so important. You embody kindness and 
you were the first professor who made me feel smart and valued at TC. Thank you. Dr. Yoon, 
thank you for teaching me that research can be fun and that it is okay to “play” even as 
researchers. Thank you for your compassion and your authenticity, and for brilliantly connecting 
research to pop culture. To everyone on my committee—thank you for your wisdom. It has been 
an honor to learn and grow alongside each of you. Thank you for showing me what it means to 
be caring, brilliant, and innovative academics.  
I am also grateful to Dr. Rothstein-Fisch for taking me under her wing in California. This 
whole doctoral journey would not have happened without your support. Thank you for always 
believing in me and pushing me to believe in myself. 
An endless amount of gratitude to Elizabeth, Alejandra, and Ayesha—who supported me, 
grabbed coffee with me, studied with me, intellectually challenged me, and provided me with so 
much love when I was so far away from home too. Thank you for being my NYC family and 
making NYC feel like home. Thank you to my doctoral cohort friends—Dahlia and Jungmin—
for being my support system throughout this journey and making me realize we could do this. 
Thanks to my mentees—Liz, Lívia, and Karina—for continuously inspiring me. Special shout-
out to Katie, Amanda, Emmy, and Tran for checking in with me and showing me that there is 
 
vii 
light at the end of the tunnel. Thank you to Andrietta for welcoming me into her home and 
helping me feel at home. Thank you to my dissertation play group—Dahlia, Lívia, and Jenice. 
Thank you for your advice and listening to me make sense of my data! 
Thanks to my L.A. friends—Janet, Paola, Jen, and Patty—for their constant support of 
my doctoral journey. Thank you to Chewy and Toby for keeping me company as I wrote. I’m 
also super appreciative of Joseph. Thank you for cheering me on, reading over my work, 
listening to my rants, and being so understanding and patient while I dedicated myself to getting 
this dissertation written. Your gentle support and encouragement meant so much to me.  
And last but certainly not least—this dissertation would not have been possible without 
the generosity and vulnerability of all the research participants. You all were the highlight of this 
dissertation journey. I enjoyed our candid conversations each month. I learned so much and I left 
every conversation on the verge of tears because I was so thankful to have gotten the opportunity 
to work with such kind, thoughtful, inspiring, and magnificent early educators. You gave me so 
much hope for the future. Working with you all reminded me of why this work is important. An 
endless amount of gratitude to you all. This work is for all of us and our community.  





This dissertation is dedicated to my dear abuelita Tere. Como quisiera que fueras eterna. 
Thank you for raising me and making me into the woman, educator, and scholar that I am today. 
Honoring you fueled this dissertation. La quiero mucho y la extraño mucho. Para siempre 
agradecida con usted.  
My work is also dedicated to my dear family—mi mami, papi, and my brother. Thank 
you for your patience and constant loving support of my academic journey. Thank you for 
teaching me to be strong and persistent. Thank you for instilling the value of knowledge and 
getting an education. I hope that one day I can repay the endless number of sacrifices you made 






I never dreamed of becoming a teacher when I was young, like other people might have. 
Originally, when I first decided to attend the University of California, San Diego (UCSD) as an 
undergraduate, I enrolled with the intention of majoring in biology to follow a premedical 
trajectory that my family and I had dreamed of together since I was in elementary school. 
However, after taking my first undergraduate chemistry class, I quickly learned that perhaps the 
medical school trajectory was not something I wanted to pursue. So, for 2 years, I took some 
general education courses to figure out what truly sparked joy within me. These courses 
ultimately led me to decide to major in Human Development during my junior year. Through the 
different courses I was required to take for my new major, I ended up enrolling in a fieldwork 
course that entailed choosing between working with octogenarians or young children. In 
hindsight, this was a critical decision—but at the time, I just remember casually deciding that 
working with children seemed like a more interesting and enjoyable experience. The choice to 
take that fieldwork course with children ultimately led me to discover a passion for teaching and 
working with young children.  
A teaching moment that is especially salient to me occurred while I was enrolled in  
this fieldwork course that was intended to be a reciprocal learning experience, where the 
undergraduates learned from the preschool children (their culture, their language) and the 
children learned from the undergraduates (communication skills, how to use technology). Thus, 
the course was intended to create collaborations between the university and the surrounding 
community to enrich each other’s lives through a sort of sociocultural exchange. Seeing that the 
fieldwork course intended to establish a collaborative and reciprocal relationship between 
undergraduates at UCSD and the surrounding community, students could be assigned to multiple 
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locations, such as a high school, a preschool, or an afterschool setting. By sheer serendipity, I 
was placed at a Head Start preschool in Solana Beach, California. The children being served 
there were mostly Latinx, and so were their teachers. I instantly felt at home and reminisced 
about my preschool memories when I was young. As part of the course, I was responsible for 
working one-on-one with a couple of preschoolers and guiding them along an interactive 
computer game called “La Clase Magica,” in which the children were prompted to go through 
several educational mini-tasks (like clicking on the appropriate animal or letter) to get to the end 
of a magical maze. Part of the program’s emphasis on technology was also to purposely funnel 
technological resources and funding to the surrounding community, which typically did not have 
access to computers at home.   
For the fieldwork component of the course, the undergraduates and preschoolers worked 
in the computer lab, which was in an adjacent building to the preschool classroom. The 
participating preschoolers were pulled out from their classroom by the program coordinator (a 
university undergraduate) who supervised all of us while we worked together in the computer 
lab. My first experience of learning to teach thus occurred while I worked at this fieldwork site. 
Though we had to work with a multitude of children, my most vivid memory is of working with 
a young girl (pseudonym Estella). Estella was about 4 years old; she was Latina and had dark 
brown skin, black hair, and dark brown eyes. She basically was the spitting image of me when I 
was younger—which immediately made me feel a bond with her and made me wonder if her 
family was like mine. What did we have in common? What did she like to do? What were her 
computer skills like? My class had only prepared me for what was expected of me (to teach her 
how to use the computer and to communicate with her). But how was I to start this process when 
I had no idea who Estella was?  
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I figured that common sense would say that I should form a bond with Estella by figuring 
out things that we had in common. As I started working with Estella, I noticed that she seemed 
very comfortable speaking in Spanish. So, I thought A-ha!”—we can both speak Spanish, so we 
can bond over that. I began by asking her basic questions like her favorite color, if she had any 
pets, if she had any siblings, and so on. In the end, my bond with Estella seemed to grow out of 
an implicit understanding that we were both similar ethnically and thus shared commonalities 
such as the ability to switch easily from speaking Spanish to speaking English, to talk about our 
“mami” and “papi” and what they did for work, and to deeply value our family and spending 
quality time with them. 
As a Latina growing up in Los Angeles, California, I was constantly surrounded by 
Latinx people who looked like me, talked like me, and shared my cultural background and 
mannerisms. Most of my neighbors and friends were either from Mexico, Central America, or 
South America. As a child who attended the Los Angeles Unified School District (L.A.U.S.D.) 
from PreK-12, I was also accustomed to being taught and influenced by Latinx peers and 
teachers on a regular basis. Unwittingly, I seemed to understand that the teaching profession was 
something tangible to Latinx people—it was something I could pursue if I wanted to. So, I never 
questioned my ability to become an educator when I finally took the plunge during my junior 
year of college.  
My eagerness to pursue a graduate-level education after college was further exalted by 
my fascination with the attainment of knowledge, which my parents had stressed since I was 
young. As the daughter of immigrants from El Salvador and Guatemala, my mami (mother) and 
papi (father) would always emphasize the power of education. To them, getting an education was 
the only way to break out of the cycle of poverty that first-generation immigrants often 
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experience, wherein working two jobs in order to make a living is not unheard of. In other words, 
my parents believed in the omnipresent myth of a meritocracy and egalitarianism—if anyone just 
worked hard enough, they too could achieve a slice of the American Dream. My parents wanted 
me to get a slice of that pie. 
When I began graduate school to pursue a master’s degree in early childhood education at 
California State University (CSU), I expected to be surrounded by Latina peers and mentors—
that was my norm. I did not go out looking for a university that was predominantly attended by 
Latinx students; it just so happened that the university was situated within my predominantly 
Latinx community and was affordable enough that many Latinxs chose to attend that university. 
I was constantly around and influenced by Latinxs who looked like me, talked like me, shared 
similar backgrounds and upbringings, and had similar ambitions within this Hispanic-Serving 
Institution (HSI).  
While in graduate school at a CSU, I never questioned my ability to continue my 
graduate education and get a doctoral degree because my mentor teacher believed in me, as did 
my professors and peers. They had witnessed other Latinas go on to pursue doctorates—it was 
not out of the norm. However, it was not until I moved to New York City to pursue a doctoral 
degree that I learned that constantly being surrounded, influenced, and mentored by Latinx 
people was actually a unique and rare experience that I was fortunate enough to have had. Once I 
arrived at Teachers College, Columbia University, I soon realized that it was actually very rare 
for Latinxs to go on to pursue graduate degrees. More importantly, I realized what it felt like to 




I remember sitting and looking around at all my peers in my first core doctoral class at 
Teachers College and quickly realizing that I was the only Latina within my doctoral cohort, 
which was made up of 15 people. I looked around my classes and saw that most of my peers 
were either White or they were the only person of Color of their own ethnicity/race there. I 
remember feeling like I had made a huge mistake and felt immediately uncomfortable. Now, 
when I spoke out, was I to represent all the Latinx people? That was too much of a responsibility 
and burden on my shoulders. So, I felt immediately paralyzed and muted with fear from the 
repercussions of saying something unintelligent and bringing shame on the Latinx community as 
a whole. More importantly, I learned that the expectations of my professors at this Ivy League 
were quite different from the expectations of my professors at CSU. Many unspoken rules and 
assumptions were made about what constituted appropriate doctoral student behavior. Many 
implicit messages were also being made about how I should be performing, talking, and writing.  
Had it not been for my constant communication with my family back home in Los 
Angeles through Facetime, texts, and phone calls, I do not think I would be where I am today. I 
did not see myself represented in those initial required courses and, as such, I came to believe 
that I did not belong. My parents and those constant back-and-forth messages of sticking it out 
and overcoming obstacles were pivotal in my ability to complete my required doctoral classes. It 
is such context and history that informed my research topic, situated within the field of early 
childhood teacher education. Reflecting on my experience and noticing the overwhelming 
silencing of Latinx voices in majoritarian stories of early childhood teacher education, I sought 
to foster a site of resistance by learning from and centering the lived counter-stories of Latinx 
early childhood educators. 
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Rejecting pathological portrayals of Latinx teachers, Latinx children, and Latinx families, 
which tend to be pervasive in the field of early childhood education, I realized how the field 
needed to learn from experiences of Latinx teachers growing up in predominantly Latinx 
communities, going to Hispanic-Serving Institutions, and working with young Latinx children 
and families. Such a realization gave impetus to my interest in learning from and about the 
educational trajectories of Latinx early childhood educators educating Latinx young children in 
predominantly Latinx communities. 
 
1 
Chapter I: INTRODUCTION 
Never trust anyone who says they do not see color. 
This means to them you are invisible. 
 
– Nayyirah Waheed 
Background of the Problem 
Latinxs1 are a fast-growing ethnic minority in the United States. Nationally, in 2000, 
there were 35 million Latinxs; in 2017, this number approached 60 million (Pew Research 
Center, 2019a, 2019b). In California, Latinxs are quickly becoming the fastest-growing and most 
prominent ethnic group, no longer comprising a demographic minority. As of 2014, Latinxs in 
California “outnumbered the White population for the first time” (The Majority Report, 2017,  
p. 3). Nevertheless, Latinxs continue to be minoritized; that is, even as a demographic majority, 
Latinxs are often framed in the majoritarian story of education according to deficits (Fránquiz  
et al., 2011; Solórzano & Yosso, 2001a, 2002; Viesca et al., 2013). 
As Latinxs comprise the ethnic majority in California, these demographics are 
subsequently mirrored within the state’s educational system. During California’s last 20 years, 
Latinx students have consistently been the most prominent ethnic group in Grades K-12 (The 
Majority Report, 2017). Moreover, the prominence of Latinx students is even more evident 
within the field of early childhood, with 52% of children under the age of 5 identifying as Latinx 
in California (Annie E. Casey Foundation, 2017; Bredekamp, 2019; Kids Count Data Center, 
2016). The growing presence of Latinx students within California’s early childhood educational 
system thus warrants a closer look at who these students are, who their teachers are, how they 
have historically and are currently being educated, and what their needs are. 
 
1 The term Latinx will be used instead of Latino throughout this paper as a way to gender neutralize the term Latino. 
Moreover, the term Latinx will also be used instead of Hispanic as a way to de-center Spanish colonization and 
emphasize Indigenous heritage.  
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Because research has shown the importance of representation in and through teaching, 
the growth of Latinxs (Clark & Flores, 2001; Egalite et al., 2015; Ross et al., 2010; Turner et al., 
2013)—especially young ones (De Gaetano, 2007; Kesner, 2000; Moll, 1988)—calls attention to 
the need to attend to the development of Latinx early childhood teachers. This is because there 
are strong links between having teachers of Color and the social, emotional, and academic 
growth of students of Color (Gershenson et al., 2017; Kesner, 2000). Whereas calls for more 
teachers of Color are widespread (e.g., U.S. Department of Education, 2016b), little has been 
published about the experiences and trajectories of Latinxs serving predominantly Latinx student 
populations becoming and being early childhood teachers. Speaking back to majoritarian stories, 
which continue to protect the interests of Whiteness in and by teacher education (Milner, 2008; 
Sleeter, 2017; Souto-Manning, 2019), is predicated on centering the portrayals of Latinx early 
childhood teachers who are working in predominantly Latinx communities. It is within this 
context that I situated my dissertation study. 
Statement of Problem 
Latinxs are the largest ethnic group in California yet remain the least likely of all ethnic 
groups to earn college degrees (The Majority Report, 2017). Despite Latinxs representing the 
majority of the population in California, with 54% of K-12 students within California’s public-
school systems, over 94% of preschoolers who attend publicly funded early childhood education 
programs in California, and the Los Angeles Unified School District (L.A.U.S.D.) serving “one 
in seven California’s Latino students” (The Majority Report, 2017, p. 12)—it is actually rare for 
Latinxs to be taught by Latinx teachers (California Department of Education, 2014, 2019). 
Statistically, only about 16% of the K-12 teaching force within California identify as Latinx, 
whereas 68% identify as White (The Majority Report, 2017). The scarcity of Latinx teachers and 
 
3 
other teachers of Color being available to teach is not a California-specific issue, though. There 
is a growing lack of linguistic and racial/ethnic diversity among teachers in the field of education 
(Haddix, 2017; Souto-Manning & Cheruvu, 2016; Villegas  
et al., 2012).  
Most often, students all over the country are taught by White teachers, who make up  
70-80% of the U.S. K-12 teaching force, a percentage that has not shifted much since 2003, 
when 83% of public elementary and secondary school teachers identified as White (National 
Center for Education Statistics [NCES], 2019a; Sleeter, 2017; Souto-Manning & Cheruvu, 
2016). According to Villegas et al. (2012), “the racial/ethnic gap between students of Color and 
their teachers has actually increased over the years” (p. 283). This trend is even more prominent 
within the field of early childhood education (ECE), where the teachers who identified as White 
rose from 66% to 80% between the years of 2011 to 2014 (Souto-Manning & Cheruvu, 2016). 
Interestingly, though there has been an increase in White teachers within the field of ECE, over 
50% of public-school students are of Color (a trend that is also on the rise) (Souto-Manning & 
Cheruvu, 2016). This growing racial mismatch between teachers and students is nothing new, 
however. In fact, since the 1980s, advocates of teacher diversity policies have “articulated a 
critical policy problem—the shortage of teachers of Color” (Villegas et al., 2012, p. 283).  
The consequences of a growing racial/ethnic mismatch between students of Color and 
their teachers constitute an issue because they signal that the “racial and linguistic diversity of 
the teacher population is limited and does not come close to matching the increasing diversity of 
the student population” (Haddix, 2017, p. 141). The lack of racial and linguistic diversity among 
teachers is problematic because it limits the perspectives, messages, and cultural and linguistic 
awareness of the world that students are learning from their teachers. Thus, if the majority of 
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teachers are White, students will learn implicitly and/or explicitly to read the world through their 
teacher’s lens, which is predominantly White, native English-speaking, and middle-class 
(Haddix, 2017; Thomas, 2015). Additionally, as Picower (2009) contended, a wide range of 
White teachers often enter the field of education with ingrained biases and racist ideologies that 
enable them “to see students of Color and their communities as dangerous and at fault for the 
educational challenges they face” (p. 211).  
There is therefore a growing need to diversify the teaching field. To address this issue—
the  racial/ethnic mismatch between teachers and their students of Color— some institutions of 
higher education have intentionally sought to recruit, enroll, and incentivize students of Color 
into teacher education programs (Villegas et al., 2012). Such recruitment plans also coincide 
with an urgent need to de-center Whiteness within the field of teacher education, which has 
perpetuated the marginalization of the voices, knowledges, and assets of teachers of Color within 
the field of teacher education.  
Most notably, the repercussions of centering Whiteness within teacher education have led 
to the dissemination of a Eurocentric narrative, the sustainment of deficit-based perspectives and 
the lowering of expectations for students of Color, uninterrogated beliefs and biases of students 
of Color, and the obscuring and inability to teach in culturally relevant ways (Ladson-Billings, 
2001; Picower, 2009; Souto-Manning & Cheruvu, 2016; Souto-Manning & Price-Dennis, 2012). 
However, many critics have pointed out that there is not only a need to de-center Whiteness and 
recruit people of Color (POC) attending college into the field of education; there is also a need to 
expand and re-imagine recruitment plans to include institutions and programs that exist outside 
of colleges or figure out new ways to funnel and sustain POC into teacher education programs 
(Achinstein & Ogawa, 2012; Brown, 2014; Haddix, 2017; Jackson, 2015). 
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To be sure, efforts to increase the number of teachers of Color must be informed by the 
experiences and trajectories of teachers of Color. Although extremely valuable, this knowledge is 
nevertheless all too often dismissed. To engage seriously in increasing the number of teachers of 
Color, it is important that the field learn from the experiences of teachers of Color in order to 
learn more about what is working, what is not, and how and why “teachers of Color come to 
teaching and what pulls them away” (Haddix, 2017, p. 144). This is what this study sought to 
document—particularly focusing on Latinxs becoming and being early childhood teachers in 
predominantly Latinx communities. 
Terminology 
It is critical to define the terms used in this dissertation research. As a result, I define key 
words I used in this study in the following section. I describe what I mean by Latinx, teachers of 
Color, consejos, and pláticas, and their connotations within this study. 
The term Latinx is used instead of Latino/a in this dissertation study to be gender-
inclusive and to trouble the Latino-Latina gendered binary. Furthermore, though other terms can 
be used to identify and group Latinx, such as Hispanic, the term Latinx is used to de-emphasize 
Spanish colonialism and emphasize Indigenous culture and Latin American Origin. I also 
intentionally chose to utilize the term Latinx, given the diversity of gender identities of those 
who participated in this study.  
Teachers of Color (TOC) is meant to be an inclusive term that comprises people who 
self-identify racially and ethnically as belonging to historically minoritized groups within the 
United States and are also teachers. The term teachers of Color parallels the term people of 
Color, which originated from the community and unites racial and ethnic groups within the 
United States that are predominantly non-White, such as African Americans, Asian Americans, 
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Native Americans, and Latinx, and “implies important connections among the groups and 
underlines common experiences” (Nieto, 2015, p. 30; also see Achinstein et al., 2010).  
Consejos are a popular Latina cultural tradition in which Latinas share their capability, a 
lesson, or advice; consejos are traditionally considered Latina feminist pedagogies in which 
knowledges are passed down from Latina to Latina (Elenes et al., 2001). Consejos can be loosely 
translated from Spanish to English to mean advice. However, I intentionally used the term 
consejos to promote and leverage Latina funds of knowledges and to center Latina feminist 
pedagogies, given that four out of the five participants self-identified as Latinas (the last 
participant identifying as Latino) (Moll, 1988).  
The term pláticas entails casual chats that take place in either a pair or larger group 
context and are a means to exchange and understand family and cultural knowledge such as 
opinions, recollections, nuances, and new concepts (Fierros & Delgado Bernal, 2016; Gonzalez, 
1998). I intentionally utilized the term pláticas due to its origin and centering of Latinx culture 
and because it attends to “cultural and general limitations of interview research methodologies” 
(Fierros & Delgado Bernal, 2016, p. 102). 
I used the above-mentioned and defined terms in this research study to discern what I 
mean by Latinx, teachers of Color, consejos, and pláticas. However, my research study is not 
meant to portray Latinx as a monolithic group. In fact, I hope this research study will showcase 
how different each Latinx participant’s experience was and why it is important not to regard 
Latinx as a homogeneous group. I also hope that this research will demonstrate that the need for 
Latinx early educators signals a need for more teachers of Color within the field of early 
childhood education as well. Lastly, I utilized terms in Spanish to honor the funds of knowledge 




As Sleeter and Milner (2011) argued, the growing scarcity of teachers of Color is an issue 
that warrants our focus because “an overwhelmingly White teaching force cannot meet the needs 
of increasingly diverse P-12 students” (p. 81). This is not to say that White teachers cannot teach 
students of Color. However, as previous studies have found, White teachers inherently face 
challenges when educating students of Color that teachers of Color (TOC) simply do not face. 
White teachers are more likely to possess inherent biases and prejudices against students of 
Color. As one study found, “White teachers were less likely to believe Latinx and Black students 
were hard-working and academically capable than their White and Asian classmates” (The 
Majority Report, 2017, p. 10).  
By contrast, TOC have undoubtedly faced adversity and discrimination due to their racial 
identities that White teachers have not (Nieto, 2015; Villegas et al., 2012). Moreover, TOC can 
benefit students of Color because they might possess and pass on experiential knowledge that 
can help students of Color navigate discriminatory and oppressive academic environments. As 
Sleeter and Milner (2011) further clarified, the growing racial mismatch between students of 
Color and White teachers is problematic and in need of attention because such a dissonance in 
cultural and experiential knowledge can have a negative impact on students of Color and “may 
serve as a roadblock for academic and social success” (p. 82). 
Therefore, there is a need to focus our attention on TOC within the field of education. We 
need to learn more about what has helped sustain them in the field and what practices we can 
modify or implement within our teacher education programs to make TOC thrive in such 
settings. Hearing from teachers of Color and what has successfully retained them in the field is 
even more dire when we focus on the issues, we face to retain TOC within our field. The 
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retention of TOC within the field of education has been further complicated by TOC being:  
(a) placed at higher rates in underserved schools with various structural challenges, which lead 
them to have faster burnout rates; and (b) the lack of supportive networks that can assist them 
through overcoming those challenges (Achinstein et al., 2010; Haddix, 2017; Kohli, 2012).  
Statement of Purpose and Research Questions 
The purpose of this study was to shed light on the often ignored trajectories and 
experiences of Latinx early childhood teachers. I specifically focused on Latinx teachers, given 
the growing demographic presence of Latinx in California’s population and public-school 
system. Instead of positioning Latinx teachers as objects (Montecinos, 2004), I (re)positioned 
Latinx early childhood teachers as subjects. That is, I centered Latinx teacher knowledges, 
recognizing that Latinx early childhood teachers are a critical group from whom we can learn. 
To learn from their individual and collective stories and portrayals, I asked: How do 
Latinx early childhood teachers in the County of Los Angeles, California (where Latinxs are the 
growing demographic majority) verbally portray their stories of becoming and being early 
educators? 
• What informed their decision to become teachers? 
• What obstacles—if any—did they encounter? How did they negotiate them?  
• What and/or who supported their journey of becoming early childhood teachers? 
• How do Latinx early childhood teachers verbally portray their stories as early 
childhood educators in a community where Latinxs are the growing demographic 
majority? 
• What and/or who keeps them motivated to stay in the field? 
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• As they reflect on becoming and being Latinx early childhood teachers, what 
consejos do they have for the field of early childhood education if it is serious about 
supporting the growth of Latinx early childhood teachers?  
To answer these research questions, I engaged in FotoHistorias as methodology (Gomez 
& Vannini, 2017). FotoHistorias served to author counter-stories of Latinx early childhood 
teaching and teachers. This is further discussed in Chapter III. 
Theoretical Framework 
I approached the aforementioned research questions through the lens of LatCrit, building 
on critical race theory (CRT) while centering Latinx identities and experiences. LatCrit uniquely 
allows one to “examine how multiple forms of oppression can intersect within the lives of people 
of Color and how those intersections manifest in our daily experiences to mediate our education” 
(Huber, 2010, p. 77). In this section, I briefly explore how CRT informs LatCrit and, therefore, 
the framing of my study. 
I employed CRT as applied to Latinxs. CRT affords the critical examination of counter-
stories to unveil, analyze, and understand how multiple forms of discrimination are experienced 
by Latinx early childhood teachers who teach in predominantly Latinx contexts. Recognizing 
that CRT in education “accounts for the role of race and racism in [the] US” and how it 
manifests itself into the education system, CRT also aims “toward the elimination of racism as 
part of a larger goal of eliminating other forms of subordination” (Solórzano & Yosso, 2001a,  
p. 472). I specifically considered the centrality and pervasiveness of race and racism in U.S. 
society in ways that account for entangled bigotries. Further, I engaged CRT to push back 
against majoritarian stories, which encode dominant ideologies and serve to marginalize and 
subjugate Latinx early childhood teachers while protecting the interests of Whiteness. Many of 
 
10 
these ideologies become internalized by Latinxs; this can be seen in my preface, where I showed 
how my mother and father had come to internalize the great American myth of meritocracy. This 
reaffirmed my commitment to social justice in the pursuit of “the elimination of racism, sexism, 
and poverty; and…the empowerment of under-represented minority groups” (Solórzano & 
Yosso, 2001a, p. 473). To do so, I centered experiential knowledge (through FotoHistorias) and 
undertook a transdisciplinary perspective (drawing on history, ethnic studies, sociology, and 
other fields) to understand and interrupt inequities experienced by Latinx early childhood 
teachers. 
To understand the experiences of becoming and being Latinx early childhood teachers 
through the lenses of CRT, I drew on FotoHistorias, a dialogic and participatory approach that 
brings photography and conversational interviews (pláticas—Fierros & Delgado Bernal, 2016) 
together to elicit life stories, weaving together the power of images and the rich and long 
tradition of storytelling present in communities of Color (Gomez & Vannini, 2017). I used 
FotoHistorias to elicit what Delgado (1989) called counter-stories, stories of and by those whose 
experiences often remain untold due to their subjugated positioning in society. After all, “stories 
are an essential tool to their own survival and liberation” (p. 2436). 
When juxtaposed with the majoritarian story (Delgado & Stefancic, 1993), the counter-
stories of Latinx early childhood teachers will hopefully lead the field to interrogate the status 
quo of the field critically. As Solórzano and Yosso (2001a) explained, counter-stories can: 
…build community among those at the margins of society by putting a human and 
familiar face to educational theory and practice;…challenge the perceived wisdom of 
those at society’s center by providing a context to understand and transform established 
belief systems;…open new windows into the reality of those at the margins of society by 
showing the possibilities beyond the ones they live and demonstrating that they are not 
alone in their position; and…teach others that by combining elements from both the story 
and the current reality, one can construct another world that is richer than either the story 




While committing to centering the counter-stories of Latinx early childhood teachers, 
which have been marginalized, silenced, and all but erased from the literature on teacher 
education, I engaged LatCrit. LatCrit rejects the simplistic and essentialist Black-White binary 
and specifically “examines the experiences unique to the Latina/o community such as 
immigrations status, language, ethnicity, and culture” (Huber, 2010, p. 77). Given my identity 
and my participants’ identities as Latinxs teaching in predominantly Latinx early childhood 
classrooms, I employed LatCrit.  
Legal scholar Iglesias (1997) explained how LatCrit explores  
how Critical Race Theory might be expanded beyond the limitations of the black/white 
paradigm to incorporate a richer, more contextualized analysis of the cultural, political, 
and economic dimensions of White supremacy, particularly as it impacts Latinas/os in 
their individual and collective struggles for self-understanding and social justice. (p. 178) 
 
Such an approach is key to understanding Latinxs’ journeys towards becoming and being early 
childhood teachers within the context of a predominantly Latinx community.  
Solórzano and Yosso (2001a) offered: 
A LatCrit theory in education is a framework that can be used to theorize and examine 
the ways in which race and racism explicitly and implicitly impact on the educational 
structures, processes, and discourses that effect People of Color generally and Latinas/os 
specifically. Utilizing the experiences of Latinas/os, a LatCrit theory in education also 
theorizes and examines that place where racism intersects with other forms of 
subordination such as sexism and classism. LatCrit scholars in education acknowledge 
that educational institutions operate in contradictory ways with their potential to oppress 
and marginalize co-existing with their potential to emancipate and empower. LatCrit 
theory in education is conceived as a social justice project that attempts to link theory 
with practice, scholarship with teaching, and the academy with the community. (p. 479) 
 
As such, this was an apt theoretical frame for my study. 
Researcher Role/Positionality 
My researcher positionality is influenced by various professional and personal 
understandings that have guided me towards an interest in researching Latinx teachers’ 
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portrayals of becoming and being early childhood teachers within a context punctuated by a 
demographic majority comprised of Latinxs. I, the author of this study, am Latina. I have been an 
early educator for over 10 years and was a doctoral student in an early childhood education 
program where the demographic community was largely White at the time this study took place. 
During my tenure as a doctoral student, I also served as a lead teacher in the infant room located 
in the lab school on campus, which was composed of mostly White co-teachers, parents, and 
students. As such, my interests are informed by my own experience and positionality. 
To mitigate my biases and to avoid imposing my own trajectory and navigations of 
becoming and being a Latinx early childhood teacher, I selected a participatory approach to the 
research, which positions participants agentively and has been known to have made participants 
feel empowered, heard, and valued: FotoHistorias. That is, participants were asked to identify 
photos that capture their process of becoming and being teachers and thus determine the focus of 
the conversation. 
Significance of Study 
There is a critical need not only to recruit and sustain Latinx teachers within the field of 
education in California, but also for teacher education programs to invest in the recruitment, 
preparation, and retention of TOC in light of demographic shifts in the population of young 
children in the United States, a demographic bracket where Whites are no longer the numeric 
majority nationwide. As such, the significance of this study can be understood through the 
following questions, which are critical to the field of early childhood education as it seeks to 
increase the number of TOC entering and staying in the profession:  
• What can early childhood teacher education programs learn from the experiences and 
trajectories of Latinx teachers working predominantly in Latinx communities?   
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• How can the experiences of Latinx teachers entering and staying in the profession 
help early childhood teacher education better recruit, support, retain, and sustain 
teachers of Color?  
Although in a situated way, focusing on Latinx early childhood teachers and not on TOC at 
large, this study stands to make a significant contribution to the field, as the field continues to 
foster Eurocentrism (Souto-Manning & Rabadi-Raol, 2018) and regard Global North onto-
epistemologies as superior (Saavedra & Pérez, 2017). Given how there seems to be little known 
on Latinxs becoming and being early childhood teachers, this study promises to make significant 
and timely contributions to the field. 
Conclusion 
In this chapter, I introduced my dissertation research study, explaining my personal 
investment in the topic, describing the research problem, and presenting the rationale for the 
study as well as its significance. In the next chapter, I review the literature and elucidate how I 
developed an informed argument, which will lead to a better understanding of the problem 




Chapter II: LITERATURE REVIEW 
So, like, my favorite images 
Are the ones where... 
Someone who isn’t supposed to be there 
Who’s like in a space, a space where 
We were not ever welcomed in or we were not invited 
Yet we walk in and we show all the way up 
People try to, put us down by saying 
‘She’s doing the most’ or ‘he’s way too much’ 
But, like, why would we want to do the least?” 
 
– “Jewelry” by Blood Orange 
Introduction 
In this chapter, I review the literature, focusing on the work most relevant to the problem 
I identified in Chapter I, and I describe and analyze four major categories constructed as a result 
of reviewing pertinent literature that deepen and more fully construct the problem. These areas, 
comprised of syntheses, are: demographic matching between students and teachers; the 
demographics of teaching and teacher education; and racial and ethnic disproportionality, 
rejecting essentialized portrayals of Latinxs while considering shared histories. The major 
categories mentioned above are addressed by the following questions, which organize this 
chapter: 
• What does research say about demographic matching between students and teachers? 
• What is the demographic make-up of teaching and teacher education? 
• What does the literature say about the racial and ethnic disproportionality between 
students and teachers? 
• What do we know about systems of subjugation affecting Latinxs in education? 




Demographic matching between students and teachers bears great benefits. A growing 
body of literature has documented the significant emotional, social, and academic benefits of 
pairing students of Color with teachers of similar racial, cultural, and linguistic identities 
(Brown, 2014; Egalite et al., 2015; Gershenson et al., 2017; Jackson & Kohli, 2016; Villegas et 
al., 2012). Student-teacher demographic matching affects test scores, attendance, and 
suspensions (Dee, 2004, 2007; Egalite et al. 2015; Gershenson et al., 2016; Lindsay & Hart, 
2017). As such, having Latinx teachers is an essential component of the educational success of a 
consistently growing demographic of Latinx children.  
The impact of demographic matching seems to be particularly visible in the early 
childhood years (up to primary grades). For example, Dee’s (2004) study documented how 
young students of Color scored higher on standardized tests when randomly assigned to same-
race teachers in the primary grades. Demographic matching between students and teachers have 
also been shown to affect short-run outcomes positively for students in the primary grades, 
influencing academic achievement, attendance, and behavior (Dee, 2004; Egalite et al., 2015; 
Gershenson et al., 2016). In a large-scale longitudinal study, Gershenson et al. (2017) 
documented the causal effects of having same-race teachers in the primary grades, establishing 
long-term benefits of racial matching between students and teachers. Whether short-term or 
long-term, the benefits established by qualitative, quantitative, and multiple methods research 
studies are clear. 
Despite the clarity of the benefits of demographic matching, such a practice—albeit 
effective and impactful—is rendered impossible by the overwhelming presence of Whiteness in 
teacher education (Sleeter, 2001). Simply put, there is a mismatch between what we know would 
 
16 
significantly impact the futures of the growing majority of children of Color in U.S. schools and 
the demographics of teachers. As such, the Whiteness of teaching and teacher education pose 
significant problems to the education and very futures of children of Color.  
Given established long-term impacts of early childhood education as well as the long-run 
impact primary school teachers have on future earnings and educational attainment (Chetty et al., 
2014; Duncan & Magnuson, 2013; Galinsky, 2006; Reynolds et al., 2017), and combined with 
the fact that the biggest growth of Latinxs is located in the early childhood years (0-8) 
(California Department of Education, 2014, 2019; NCES, 2019a), the lasting effects of 
demographic mismatching are critical to explore and discuss. For example, early childhood 
education is also a time when children first begin to be professionally assessed by teachers and 
other professionals over adeptness, development, and at-riskiness. In the field of early childhood 
education, at-risk is a term usually associated with the probability that a child might encounter 
developmental delays or encounter other issues in school. As previous studies have gone on to 
elaborate, it is no coincidence that such labels are usually given to students of Color, those from 
a low socioeconomic background, or those whose family and community communicative 
practices do not match those overvalued in schools (Ladson-Billings, 2001; Stipek, 2018; 
Wechsler et al., 2016).  
The major discrepancy between the number of students of Color enrolled within the U.S. 
public-school system and the amount of TOC within the field begs the question: Why are more 
TOC not within the field of education? A variety of initiatives have been rolled out to diversify 
the field of education: teacher cadet programs, facilitation of transfer initiatives from 2-year 
colleges to 4-year colleges, support for paraprofessionals, and financial support initiatives such 
as scholarships and loan forgiveness (Villegas et al., 2012). However, it is important to note that 
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though such initiatives have aimed to recruit TOC to the field of education, they seem to have 
omitted a plan to sustain such TOC in the field. Thus, there seems to be a lack of literature 
detailing what kind of efforts have been made by the government and teacher education 
programs not only to recruit but also to support and sustain TOC within our field. 
Moreover, the importance of recruiting and sustaining more TOC within early childhood 
education can be further elaborated upon through the work of Bishop (1990), who argued that 
books can become windows, mirrors, or sliding glass doors. Therefore, much like being 
perpetually exposed to books featuring only White characters, when children are perpetually 
taught only by White teachers, they are implicitly and explicitly receiving messages of what the 
dominant culture is, who can become an educator, and what is the value of people of Color 
within society. As Souto-Manning and Martell (2017) reinforced, this racial mismatch between 
teachers and students trickles down to the curriculum and is evident for K-grade 2 students of 
Color who typically do not see “themselves on their classroom walls, in materials, or within the 
curriculum” (p. 252). Moreover, much like Bishop’s (1990) assertion that White students can 
also benefit from being exposed to diverse books and characters, having a TOC is also beneficial 
to White children. White children can benefit from being taught by TOC. In addition to a higher 
likelihood that these teachers will value issues of racial justice and engage in discussions 
pertaining to racialization in U.S. schooling and society, the very presence of these teachers is 
likely to interrupt White children’s sense of their own identities and positionings in the world, 
which tend to be overinflated. 
There is also an abundance of literature on the overwhelming presence of Whiteness in 
teacher education (Picower, 2009; Picower & Kohli, 2017; Rosenberg, 1997; Sleeter, 2001, 
2017), and how White teachers and professors can work to upend—or at least mitigate—the 
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stronghold of Whiteness in teacher education, which tends to protect White privilege and uphold 
Eurocentric curricula (Causey et al., 2000; Souto-Manning, 2019). However, such research, 
again, predominately caters to White teachers and scholars who constitute the majority of 
professionals. However, for the few people of Color in these teacher education programs, such a 
focus on Whiteness can be deafening and silencing (Haddix, 2017; Sleeter, 2001). Consequently, 
there seems to be a gap in the literature on the experiences of people of Color within teacher 
education programs that caters to TOC and/or scholars of Color. Little is known about the 
experiences of people of Color in their teacher education programs and how such experiences 
may influence their future teaching once they are out in the field. 
The Demographics of Teaching, Teacher Education, and U.S. Society 
Nationally, 20% of teachers identify as persons of Color, whereas over 50% of students 
identify as being persons of Color (NCES, 2019a). Similar to the Whiteness of teachers, the 
demographics of teacher education programs are also characterized by Whiteness, in the lack  
of racial diversity both among its faculty and its students. Such a mismatch has led to a 
disproportionality and a number of cautions. Villegas et al. (2012) admonished: “without 
considerable intervention, the widening cultural gap separating students and teachers would grow 
in the years ahead” (p. 283). The overwhelming Whiteness in teaching and teacher education is 
well documented (NCES, 2016; U.S. Department of Education, 2016b) and has been shown to be 
problematic (Milner, 2008; Sleeter, 2001, 2017). Furthermore, U.S. population demographic 
trends signal a continuing growth of persons of Color. Given the effect TOC have on the 
education and very futures of children of Color, the need for more TOC is urgent. 
A lack of Latinx teachers is striking, given that Latinxs comprise approximately 18% of 
the U.S. population and have become the second largest ethnic group in the United States, with 
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the Latinx population increasing by 64% (from 35 million to 58 million) between the years  
2000 to 2017 (Flores et al., 2019; NCES, 2019a; U.S. Census Bureau, 2018). Given current  
demographic trends, it is reasonable to expect that such an increase in Latinxs will undoubtedly 
lead to an increase in Latinx students within our public education system as well—further 
propelling the argument for more Latinx teachers. As such, this research was situated within a 
location where there is a higher concentration of Latinxs than the current national numbers.  
California, with nearly 40% of its residents being identified as Latinxs, and Los Angeles 
County, with about 50% of its residents identifying as Latinxs, served as an ideal setting for this 
study (U.S. Census Bureau, 2019a, 2019b). In publicly funded early childhood education 
programs in California where there are over 100,164 enrolled students, over 94,655 (94%) of the 
children identified as Latinx (California Department of Education, 2014). This trend continued 
onto the primary grades, where from the 1.8 million children who attend grades K-3 in 
California’s public school system, about 1 million identified as Hispanic or Latinx (California 
Department of Education, 2019). That is, such a setting can offer significant lessons for the 
future of teacher education.  
California is particularly intriguing given that about one-third of teachers identify as 
persons of Color, whereas three-quarters of its students do (NCES, 2019a). This is such a low 
number of teachers identifying as people of Color, despite the growing percentages of TOC in 
California (see Figure 1.1). 
 In Los Angeles County, the site for this study, Latinx teachers comprised over 20% of 
the teacher workforce in 2017-2018; at the same time, Latinx students comprised close to 70% of 
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Despite a growing body of literature signaling the rising number of students of Color in 
the United States and how demographic matching leads to more positive outcomes, there is a 
surprising lack of literature exploring the trajectories, experiences, and lived realities of TOC. 
Their stories of becoming and being teachers continue to be excluded from most aspects of 
teacher education—programs, research, and practices. With this insight into the scarcity of TOC 
and need for more TOC within the field of education, most of the faculty and students within 
teacher education programs remain White middle-class women (Ladson-Billings, 2001; Picower, 
2009; Picower & Kohli, 2017; Rosenberg, 1997; Sleeter, 2001, 2017). Yet, instead of centering 
Whiteness, this literature review offers insights from what the current literature says about TOC 




As previously mentioned, over 18% of the U.S. population identifies as Hispanic or 
Latinx, making Latinx one of the largest and fastest-growing ethnic minorities in the United 
States (U.S. Census Bureau, 2018). In fact, in some states, one could even say that Latinxs are 
quickly shifting from an ethnic minority to an ethnic majority. For instance, the following three 
states have the highest percentage of Latinx populations: New Mexico (49%), Texas (39.6%), 
and California (39.3%). Consequently, because Latinxs are quickly becoming an ethnic majority 
within states such as California, it is no surprise that the racial demographics of the education 
systems are also shifting to reflect that growth.  
As of 2019, Latinxs constituted the majority of the students within the L.A.U.S.D., with 
over 74% of the students enrolled identifying as Latinx (L.A.U.S.D., 2019). Such a statistic is 
especially noteworthy given that in 2017, L.A.U.S.D. was the second largest school district in the 
United States, with a total enrollment of over 633,000 students—only to be superseded by the 
New York City Department of Education, with a total enrollment of over 984,000 students (U.S. 
Census Bureau, 2017). However, despite the prominent presence of Latinx students in 
California’s education system, by the time Latinx students graduate from grade 12, their college 
enrollment rate plummets and is in stark contrast to other less prominent ethnic and racial groups 
within the state. To demonstrate, Californian Latinx students have the second lowest college-
going rate, with a rate of 57.6%, only followed by American Indian or Alaskan Natives who 
have the lowest college-going rate of 50% (California Department of Education, 2018). Such low 
college enrollment rates are perplexing when compared to those of other less prominent ethnic 
and racial groups, such as Asians, who have the highest college-going rate of 83.9%, closely 
followed by Whites with a college-going rate of 70.4% (California Department of Education, 
2018). The successful higher education trajectories of Latinx in California thus seem to be an 
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exceptional occurrence that warrants further exploration—especially in counties and cities as 
densely populated by Latinxs, such as Los Angeles County and city.  
These paradoxical educational statistics are further concerning, given the high value that 
the Latinx community places on education. Education within the Latinx community is often 
touted as a barometer of success within Latinx families; namely, for Latinx parents (who often 
come from immigrant backgrounds), academic excellence goes hand in hand with their children 
achieving the American Dream, which promises a path towards upward socioeconomic mobility 
(Achinstein et al., 2015; Arellanes et al., 2017, 2019). However, the deep-seated intersectional 
oppression of Latinx students is so profound that it births various nuanced and obscure obstacles 
which must be negotiated to navigate the U.S. education system successfully—e.g., parental 
education levels, language and cultural differences, immigration status, inability to attend school 
functions due to inflexible work schedules, poverty, first-generation students, low-performing 
school systems, and so on (Arellanes et al., 2019; Crenshaw, 1991; Patel et al., 2016; Polat, 
2011). Consequently, such obstacles come in direct conflict with the yearning to be successful in 
academics, and Latinx students (who are sometimes first-generation students) must often figure 
out how to overcome these obstacles in innovative and resourceful ways and/or with the 
assistance of others, or ultimately succumb to such hindrances and suffer the academic 
consequences.  
On Racial and Ethnic Disproportionality 
The disproportionate number of teachers of Color versus students of Color is 
disadvantageous, given the various studies which signal that representation matters for students 
and that students of Color perform better academically and have role models to look up to when 
they have teachers who look like them (Brown, 2014; Egalite et al., 2015; Freedberg, 2018; 
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Gershenson et al., 2017; Jackson & Kohli, 2016). Moreover, because of their racial identity, 
TOC often possess an implicit understanding of race and racism and how it manifests itself 
within the schooling system, which in turn may result in a unique perspective that can be used to 
guide students of Color in ways that White teachers could not (Kohli, 2009, 2012; Nieto, 2015).  
Accordingly, it can also be argued that there is an even greater need for more TOC in a 
state such as California, where Latinx students are becoming more of a majority within the 
public-school system. Yet, statistics have shown that despite 1-in-3 teachers (out of over 305,000 
teachers) within the state of California identifying as TOC (versus 1 in 5 in the nation), this is 
still not enough to mirror or keep up with the increase of racially and ethnically diverse students 
within the state (Freedberg, 2018). In fact, in the state of California, “the diversity gap between 
teachers and students has barely narrowed, and in some cases widened” (Freedberg, 2018, para 
2). To illustrate, “Fewer than 4 percent of teachers in California were African-American and  
20.7 percent were Latino, while 5.4 percent of the state’s students were African-American and 
54.2 percent were Latino in 2017-18” (Lambert, 2019, para 7). 
The demand for more TOC, however, is made even more difficult by myriad obstacles 
that preservice and in-service teachers encounter as they navigate the higher education system. 
For example, preservice TOC often face financial burdens when they enroll in teacher education 
programs. In-service TOC often experience faster rates of burnout because they are more likely 
faced with navigating challenging schooling systems that are typically underserved (Achinstein 
et al., 2010; Kohli, 2012). Lastly, because there are such few TOC, they often have few 
colleagues or communities that can relate to their unique situations and assist them as they 
navigate their educational institutions and as they experience isolation, anxiety, and stress 
(Achinstein et al., 2010; Dingus, 2008; Hernández Sheets, 2001, 2004; Kohli, 2009, 2012).  
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The mounting obstacles that Latinx students must face while navigating the U.S. 
education system are indeed complex and unique to each Latinx student. However, the statistics 
have made it clear that there is a need to probe further into the paths of Latinx students who have 
successfully navigated the higher education system in particular. For one thing, the educational 
disparities between Latinxs and other ethnic and racial populations in California, in terms of 
baccalaureate degree attainment, are disconcerting. To demonstrate, from the subpopulation of 
Latinxs who are age 25 or older and live in California, only 39.5% have a bachelor’s degree or 
higher (U.S. Census Bureau, 2018). This is alarming when compared to those who identify as 
White and who are age 25 or older and live in California, 72.1% of whom reported having 
attained a bachelor’s degree or higher (U.S. Census Bureau, 2018). The disparities in educational 
attainment levels are shocking, given the sizeable population of Latinxs  in California. Such 
statistics signal a need to dive more deeply into those 39.5% of Latinxs in California who have 
entered and successfully attained a higher education degree. There is a need to examine the 
counter-stories of such Latinx students—the success stories of Latinxs.  
It is especially necessary to learn more about the success stories of Latinxs who have 
successfully entered and gone through the higher education system and have chosen to become 
teachers. In particular, it is imperative to explore the successful trajectories of TOC because there 
is an increasing need for more TOC in the field of education, as previously mentioned (Kohli, 
2012; Ladson-Billings, 2001; Villegas & Irvine 2010). However, it appears that from the few 
students of Color who do go on to pursue a degree in higher education, only a small subset seems 
to be pursuing a degree focusing on education, despite an increasing need for TOC within the 
field of education. This is evident in a statistic showing that within the United States, “Black and 
Latinx candidates comprised about 20% of bachelor’s degree earners in 2012, but only 14% of 
 
25 
bachelor’s degrees in education” (Carver-Thomas, 2018, p. 3). There is thus an even smaller 
subset of TOC who are entering the field of education, given the already small subset of persons 
of Color even attaining a baccalaureate. This is detrimental, given the ever-growing number of 
students of Color who are entering the education system.  
On Latinxs: Rejecting Essentialized Portrayals, Considering Shared Histories 
Although Latinxs are often clumped together as a homogeneous ethnic population, all 
Latinxs are not alike. In fact, Latinxs “differ enormously by race, country of origin, languages 
spoken, cultural traditions, immigration status, and more” (The Majority Report, 2017, p. 3). 
Moreover, the vast majority of Latinxs (79%) are U.S. citizens (Pew Research Center, 2019a, 
2019b). Despite having different ancestries and self-described origins—around 37 million self-
describing as Mexicans, 6 million as Puerto Ricans, and over 10 million having Cuban, 
Dominican, Guatemalan, Colombian, and Honduran origin (Noe-Bustamante, 2019)—Latinxs 
have been historically treated within California and the rest of the country as a singular ethnic 
group. This erasure of nuanced identities must be troubled by teachers, administrators, and 
educational policymakers and taken into consideration when they create or modify educational 
practices.  
Such nuanced identities must also be taken into consideration because a Guatemalan 
immigrant student in Los Angeles, California will have a very different identity, knowledge base, 
and learning needs than a second-generation Dominican student in New York City. Moreover, 
because Latinx students have historically been clumped together as an ethnic minority based on 
their ethnic identification, race, and color, they have consistently experienced discrimination 
within the education system. Brown and Black Latinxs (non-White passing) with ethnic last 
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names have historically been “systematically denied equal opportunities in our communities and 
schools” (The Majority Report, 2017, p. 3). 
With this caveat pertaining to the danger of essentializing Latinxs, it is necessary to learn 
from Latinx teachers who have successfully navigated becoming and being teachers in early 
childhood classrooms. Such insight could shed light on promising possibilities for recruiting and 
retaining future generations of Latinx teachers in the field of early childhood education. Thus, it 
is vital to explore whether Latinx teachers have encountered any obstacles as they navigated the 
education system, to understand how they negotiated and potentially overcame them, and who 
were the people or communities that fostered their success (and how they did so).  
While centering the expertise and lived experiences of Latinx early childhood teachers, it 
is also important to draw on their consejos to (re)design the preparation and education of future 
Latinx early childhood teachers. Consejos are a common Latina cultural enactment; they 
communicate a strength, a moral, or advice that Latinas share with each other. Consejos are 
typically considered Latina feminist pedagogies, whereby lessons are passed on from Latina to 
Latina (Elenes et al., 2001). They are also communicative events and often serve to build 
community among Latinas (Villenas & Moreno, 2001). 
Whereas it is important not to essentialize Latinxs, it is also important to recognize how 
we share a history of segregation and subjugation, which maintains White interests in place. It is 
with such a commitment that I briefly review this common history, transdisciplinarily drawing 
on the fields of history and legal studies. The following review purposefully aims to fill a need to 
examine the success and academic excellence of Latinx teachers as a much-needed respite in 
light of the constant barrage of narratives of a need for more TOC and single stories (Adichie, 
2009) of Latinxs falling behind academically or of widening educational gaps (Fránquiz et al., 
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2011; Solórzano & Yosso, 2001b, 2002; Viesca et al., 2013). Moreover, such an exploration of 
the successful trajectory of Latinx teachers could help future generations of Latinx students who 
must go through the same education system.  
From a LatCrit perspective, it is important to understand that “not only are students likely 
to be multiracial or multiethnic, but they are also likely to be diverse along linguistic, religious, 
ability, and economic lines that matter in today’s schools” (Ladson-Billings, 2001, p. 14). 
Therefore, an increase in the racial diversity of teachers within the public-school system is sure 
to lead to an increase in myriad other intersectional identities and experiences (Crenshaw, 1991). 
It is with this intent that I now turn to the historical construction of exclusion, which politically 
favored White interests across time and space. I do so simply to nod to the fact that in seeking to 
right wrongs (Zehr, 2002), history matters (Winn, 2018) because it allows us to understand the 
construction of exclusion and inequities, both institutionally and systemically. This is much 
needed as I do not want to subscribe to the problematic myth that Latinx teachers are 
individually responsible for the success of Latinx students; as Kumashiro (2012) noted, I too 
recognize that such a perspective distorts the bigger issue of structural inequity, subjugation, and 
exclusion. Thus, the history of the education of Latinxs must be understood and reviewed 
through the lenses of interest convergence and interest divergence (Bell, 1980). 
As Valencia (2005) revealed, between the 1880s and 1890s, Southwestern states 
increased the number of segregated schools available for Mexican working-class children in 
urban and rural areas—not based on the belief that all children should have access to public 
education, but because education was a way to incentivize workers and their families to stay so 
that White people could “maintain a cheap labor source for the ranches” (p. 395). Moreover, 
because the presence of such segregated schooling was founded on the need for cheap labor, 
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White employers had no incentive (in other words, they had an interest divergence) to supply 
such segregated schools with an equal allotment of resources to those present in White schools. 
Instead, such segregated education systems became another way to racially oppress and 
discriminate against Latinxs (Valencia, 2005).  
Similarly, though Brown v. Board of Education and Mendez v. Westminster have been 
heralded as important landmark court cases that would end segregated schooling, it is important 
to take into account the often unmentioned discriminatory repercussions of these rulings. The 
rulings fed into the interests of Whiteness and reinscribed White supremacy through the 
utilization of an integrationist strategy that helped perpetuate the myth that White students and 
their teachers were intellectually superior to students of Color and their TOC; thus, students of 
Color should be permitted to attend White schools (Delpit, 2012; Ladson-Billings, 2004; 
Valencia, 2005; Walker, 2009). The integrationist strategies argued for desegregated schooling 
based on the assumption that only White schools were high quality and thus people of Color had 
a need to integrate into those schools to receive an equal education. Moreover, such an ideology 
would go on to inform notions of quality in early childhood education (Souto-Manning & 
Rabadi-Raol, 2018). 
Such cases reified the myth that White students and their schools were intellectually 
superior to people of Color and their schools because of the inherent superiority of the White 
race. Consequently, through an interest convergence lens, we can perceive how Brown v. Board 
of Education and Mendez v. Westminster were in the best interests of White supremacy because 
they promoted a narrative of the intellectual inferiority of students of Color. Again and again, 
White intellectual superiority has had severe repercussions for people of Color and contributed to 
 
29 
the perpetual psychological damage of children of Color within our education system (Delpit, 
2012).  
Such trauma was further exacerbated by the mass dismissals of Black educators and other 
TOC who had historically filtered society’s discriminatory messages and instead encouraged 
their students of Color to recognize their own intellectual brilliance in a sociocultural and 
political climate that assumed otherwise (Delpit, 2012; Foster, 1990; Valencia, 2005; Walker, 
2009). Such narratives also informed notions of quality in teaching, serving to position TOC as 
not being highly qualified because they did not fit the White mold which served to assess and 
certify them Eurocentrically (Souto-Manning, 2019). 
Furthermore, such court rulings set up the precedent for future coded forms of racial 
discrimination, such as linguistic and socioeconomic discrimination and segregation (Ladson-
Billings, 2004; Valencia, 2005). As Valencia (2005) discussed, “although the Mendez case 
helped end de jure segregation in California, Mexican American students remained highly 
segregated and, in fact, became more segregated over the decades following the ruling” (p. 411). 
These court rulings paved the way for de facto segregation and established new loopholes that 
have maintained school segregation for Latinxs and other students of Color. For instance, 
segregated schooling is still justified today based on linguistic prejudiced arguments that claim 
that Spanish speakers (code for Latinx students) needed to be segregated from English only 
speakers (code for White students) to prevent English speakers from falling academically behind. 
Such stipulations have consequently maintained the interests of Whiteness, predicated on the 
right to exclude (Harris, 1993). 
Given the historical exclusion of Latinx teachers from notions of quality in teaching and 
the de jure and then de facto structures that upheld the interests of Whiteness and subjugated 
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people of Color throughout time, in this study, as a reparatory measure, I centered the voices of 
Latinx early childhood teachers in the construction of a counter-story to the majoritarian story 
authored by White interests. Doing so, I propose, is an act of resistance (Solórzano & Yosso, 
2002) that rejects the centering of majoritarian stories of early childhood education and teacher 
education which have historically pledged allegiance to the interests of Whiteness (e.g., Souto-
Manning & Martell, 2019; Souto-Manning & Rabadi-Raol, 2018), continuing to exclude and 
inflict harm onto children of Color, their families, and communities. 
LatCrit has been employed by Latinx researchers to understand the experiences of 
Latinxs. Originating from legal scholarship, LatCrit entails a LatCrit consciousness (Valdes, 
1997). Centering endarkened epistemologies and Latinx ways of knowing, being, and behaving 
requires researchers engaging in LatCrit to avoid what Valdes (1997) called “engagement with 
the political onslaught underway against Latino/a persons and communities in the name of a 
dubious or illusory ideal of scholarly detachment” (p. 1119). Instead, “though taxing and elusive, 
LatCrit theory must embrace the evolving method of praxis to advance the deployment of law as 
a practical, potent force toward social justice (p. 1119).  
LatCrit is a theory clearly located within a critical-ideological paradigm, grounded on 
emancipatory aims. It is a lens for understanding the world that is deeply informed by a history 
of oppression and resilience of Latinxs in the United States. LatCrit was inaugurated in 1997, 
concerning “itself both with intra-Latina/o and inter-people of Color anti-subordination interests” 
(Valdes, 1997, p. 1141) and prioritizing the social and legal empowerment of Latinxs “and other 
oppressed groups throughout the United States and beyond” (p. 1142). In education, scholars 
have engaged LatCrit to understand the role of racist nativism in the experiences of 
undocumented Chicana college students (Huber, 2010), to examine how Chicana/o students in an 
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urban setting negotiated resistance (Solórzano & Bernal, 2001), to analyze leadership and 
advocacy in light of school financing (Aleman, 2009), and to explore the intersection of language 
planning and environmental education (Arreguín-Anderson & Kennedy, 2013).  
In teacher education, scholars have deployed LatCrit to document the tensions and 
struggles of Latinx preservice teachers, denouncing the silencing of their voices and perspectives 
(Irizarry, 2011); to consider the role of university centers in Latinx teacher development in 
California (Lavadenz & Colón-Muñiz, 2017); to deconstruct majoritarian tales sponsored by 
preservice teachers as they constructed deficit portrayals of bilingual learners (Fránquiz et al., 
2011); to examine how Latina bilingual education teachers experienced structural racism in 
schools (Amos, 2018); and to facilitate the process whereby elementary preservice teacher 
education students engage in writing Latina/o historical narratives within the context of their 
program (Salinas et al., 2016). In early childhood education, LatCrit has been employed to 
analyze curriculum (Davila & de Bradley, 2010), to understand grade retention (Rodríguez et al., 
2016), and to promote cultural connections through the development of sociodramatic spaces 
which sponsored translingual practices within the context of the Texas/Mexico border (Arreguín-
Anderson et al., 2018).  
My review of research on EBSCO, Columbia University Libraries (CLIO), Google 
Scholar, and WorldCat did not identify any studies that engaged LatCrit empirically to 
understand how Latinx early childhood teachers navigate becoming and being teachers—the aim 
of this research. Nevertheless, I believe that LatCrit is an apt theoretical framework for this 
study. After all, whether in education at large, in teacher education, or in early childhood 
education, LatCrit has been engaged by Latinx scholars over the past 2 decades to understand 
Latinx perspectives, experiences, and understandings, unequivocally and unapologetically taking 
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on emancipatory aims; centering the voices, values, and stories; and envisaging empowering 
futures for Latinxs. As a Latinx scholar who sought to center the largely marginalized or silenced 
histories and perspectives of Latinx early childhood teachers and sponsor emancipatory aims for 
early childhood teacher education and for the education and development of Latinx teachers, I 
feel that I am a member of this community of researchers, sharing not only LatCrit as a theory 
but LatCrit as a consciousness. 
Conclusion 
In this chapter, I reviewed the literature most germane to the problem addressed by this 
study. In doing so, I identified what is known in the field and what is not known, better 
constructing and contextualizing the problem addressed herein. In the next chapter, with the 





Chapter III: METHODOLOGY 
Given my own identification as a Latina who has successfully navigated the higher 
education system (thus far) and become an early childhood educator, I understand that my 
unique journey would not have been possible or successful without the guidance of many people 
and communities in my life. I also recognize that my experiences have been tangential in 
dominant educational spaces, subjugated by majoritarian stories of becoming and being an early 
childhood teacher. Committed to centering the voices and experiences of Latinx early childhood 
teachers, I employed a qualitative research design (Bogdan & Biklen, 2007) to make the space 
and time for participants to discuss their own unique journeys using their own words and 
photographs.  
Therefore, research questions guiding this study were: 
• How do Latinx early childhood teachers in the County of Los Angeles, California 
(where Latinxs are the growing demographic majority) verbally portray their stories 
of becoming and being early educators? 
o What informed their decision to become teachers? 
o What obstacles—if any—did they encounter? How did they negotiate them?  
o What and/or who supported their journey of becoming early childhood teachers? 
• How do Latinx early childhood teachers verbally portray their stories as early 
childhood educators in a community where Latinxs are the growing demographic 
majority? 
o What and/or who keeps them motivated to stay in the field? 
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• As they reflect on becoming and being Latinx early childhood teachers, what 
consejos do they have for the field of early childhood education if it is serious about 
supporting the growth of Latinx early childhood teachers?  
In this chapter, I begin by giving an overview of my research design, including more 
detailed information on my participants as well as the setting and context of the study. This is 
followed by a review of my pilot study, what I learned through it, and which subsequent 
modifications I chose to make as a result of my pilot study. Moreover, I lay out the data 
collection methods, including the instruments and procedures I utilized in the study. I also 
describe the ways in which I analyzed my data, followed by my positionality statement and 
considerations of the soundness of my research study. Lastly, I review how the findings are 
presented in subsequent chapters and elucidate the limitations of my study.  
Research Design 
Given that this study specifically focused on and was developed by the stories of five 
Latinx participants and their educational trajectories (alongside a Latina researcher), I used a 
qualitative research design to embrace “soft data” that are “rich in description of people, places, 
conversations, and not easily handled by statistical procedures” (Bogdan & Biklen, 2007, p. 2). 
However, this study was also written to challenge and reject notions of typical empirical research 
and how it should be conducted, including static definitions of objectivity/subjectivity, 
theoretical frameworks, and epistemologies (Denzin & Lincoln, 2003; Huber, 2010; San Pedro  
& Kinloch, 2017). A key component of this research was the cultivation of meaningful 
relationships with the participants. As the researcher, I was as open and transparent with the 
participants as they were with me. Pláticas (Fierros & Delgado Bernal, 2016) afforded the 
cocreation of this space and fostered my stance, through which I “willingly center[ed] the 
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realities, desires, and stories” of the participants alongside my own life stories, orienting the 
study as a “project in humanization” (San Pedro & Kinloch, 2017, p. 374S).  
Orienting the research study as a project in humanization afforded the use of research 
tools that are often marginalized but can be helpful in centering the stories of the Latinx 
participants who have traditionally also been marginalized. As San Pedro and Kinloch (2017) 
state, projects in humanization entail centering 
the daily experiences (e.g. storytelling, story gathering, relationship building, reciprocal 
engagements) we have with people in ways that, on the one hand, emphasize our shared 
desires for racial, linguistic, educational, political, and social justice in schools and 
communities and, on the other hand, emphasize those same desires in our professional 
and personal lives. (p. 374S) 
 
Through a project in humanization orientation, I used unconventional research techniques, 
defined as techniques that “move beyond such normalized Western constructs of social science” 
and instead require “that educational researchers willingly center the realities, desires, and stories 
of the people with whom we work” (San Pedro & Kinloch, 2017, p. 374S) in an effort to 
approach participants in humanizing ways that honor their stories and culture. 
The interviews in this study were organized as pláticas (Fierros & Delgado Bernal, 2016), 
that is, a mutual exchange of listening to and telling each other’s stories in an effort to honor “the 
complexities of our humanity in relation to other people’s lived conditions” (Kinloch, 2015, as 
cited in San Pedro & Kinloch, 2017, p. 374S). By centering stories during the interviews and 
aligning with the aims of pláticas, the study honored the way in which knowledges are 
exchanged within “Indigenous and other marginalized communities of Color,” where “stories 
carry power, and the roots of power lie in the community’s ability to create and share stories 
using their own community and culturally based literacies to define their place in the world” 
(San Pedro & Kinloch, 2017, pp. 374S-375S). As Denzin and Lincoln (2003) contended, 
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approaching research through a project in humanization orientation is fitting, given the growing 
amount of innovative research taking place; thus, “the search for grand narratives is being 
replaced by more local, small scale theories fitted to specific problems and particulars situations” 
(p. 29).  
This study utilized Latina/o Critical Race Theory (LatCrit) as its guiding theoretical 
framework, given that the participants all self-identified as Latinx. According to Huber (2010), 
LatCrit is a unique theoretical framework that not only “centers the ways race, class, gender, 
sexuality and other forms of oppression manifest in the educational experiences of people of 
Color” (p. 78), but also acknowledges and makes space for the distinctive intersectional realities 
of the Latinx community, such as immigration status, language, ethnicity, and culture (Huber, 
2010; Solórzano & Bernal, 2001). Consequently, the use of LatCrit allowed me to center the 
marginalized experiences of the Latinx participants and shed light on the oppression and racism 
encountered by Latinxs in order to empower them and make a “conscious move toward social 
and racial justice” (Huber, 2010, p. 79).  
This study explored the journeys of Latinx teachers by employing a participatory 
photography and photo elicitation research method; such a method has been utilized in the past 
to empower participants, elicit multiple experiences from one photograph, and invite a richer and 
easier understanding of thoughts and stories by having a tangible object to refer back to during 
the interviews (Gomez & Vannini, 2017). Moreover, photographs provided “strikingly 
descriptive data” that can be referenced back to in order to better “understand the subjective” 
(Bogdan & Biklen, 2007, p. 141). The purpose of utilizing visual imagery in this research study 
was also to allow readers to “adopt someone else’s gaze, someone else’s point of view, and 
borrow their experiences for a moment” to permit for “empathetic understanding and 
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generalizability” (Weber, 2008, p. 45). This study therefore utilized photography as a means to 
gain insight into Latinx teachers’ unique educational and professional—and often marginalized--
journeys that might entail intimate and obscure occurrences that are “aspects of life that cannot 
be researched through other approaches” (Bogdan & Biklen, 2007, p. 142).  
More specifically, this study used a research methodology called FotoHistorias entailing 
“participatory photography and interviews” (Gomez & Vannini, 2017, p. 1). The FotoHistorias 
methodology involved giving participants a prompt that entailed the researcher (me) disclosing 
verbally as well as in a written manner the research questions of the study. Participants then used 
personal photographs to interpret, depict, elicit, answer, and/or speak back to the prompt and the 
research questions guiding the study.  
As the researcher, I then met with the participants for informal conversational interviews 
(aligned with the aims of pláticas—Fierros & Delgado Bernal, 2016) through Zoom. These 
pláticas were centered on the elicitations, reflections, and discussions of the participants’ 
photographs. The purpose of these interviews-as-pláticas was for participants to speak on the 
meaning(s) and stories behind the photographs. Such discussions led to other tangential 
dialogues in which the photographs stimulated further insight into the participants’ lived 
experiences (Gomez & Vannini, 2017) and their journeys of becoming and being early childhood 
educators. The purpose of holding subsequent conversational interviews was to allow for a “deep 
understanding of the interviewees’ experiences and perceptions around the research topic” 
(Gomez & Vannini, 2017, p. 2). 
Lastly, because the informal discussions, pláticas, centered around the participants’ 
photographs and the stories behind them, another component of this research entailed 
storytelling. Storytelling was anticipated to be a natural product of the interviews and went hand 
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in hand with other research design components (i.e., LatCrit, FotoHistorias, and Projects in 
Humanization); these place emphasis on the participants’ daily experiences and the importance 
of storytelling, more specifically counter-storytelling. According to Solórzano and Yosso 
(2001a), counter-storytelling is a method of storytelling “those experiences that are often not told 
(i.e. those on the margins of society)” as well as a “tool for analyzing and challenging the stories 
of those in power and whose story is a natural part of the dominant discourse—the majoritarian 
story” (p. 475). 
In this research study, I thus used counter-storytelling as both a method that aimed to 
contest some of the narratives of Latinxs and what their educational trajectories were like and 
how they navigated the higher education system and education system in general to become early 
childhood educators. Moreover, counter-storytelling was an appropriate research method for this 
study because it coincides with the Latinx culture and the importance we place on storytelling. 
As Delgado (1989) claimed, “oppressed groups have known instinctively that stories are an 
essential tool to their own survival and liberation” (p. 2436). 
Research Site, Timing, Participants, and Pilot Study 
Research Sites 
This research study was conducted with the help of five early childhood educators who 
identified as Latinx and served in five different early childhood education centers located within 
the County of Los Angeles, California. Thus, this study took place at the following venues: two 
different charter schools that were partaking in digital distanced learning, a private early 
childhood education school setting that was open during the pandemic, Head Start Family Child 
Care Services that had relocated to a digital platform, and a Behavioral Services Center that had 
also gone completely digital. The rationale for not excluding certain early childhood education 
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settings was due to the literature’s multiple warnings about the small population of teachers of 
Color and Latinx early childhood educators who are in the field. However, though the study did 
not have any restrictions on settings, it did aim to have participants working in at least two 
different locations to encourage a more diverse and representative set of participants and 
counter-stories. In total, this study represented five different early childhood educators working 
at five distinct early childhood education locations within Los Angeles County, California.  
Timing 
This study took place August-December 2020. This timeframe was selected due to the 
importance and uniqueness of the beginning of the school year for early childhood teachers. This 
is usually a time when teachers are faced with the most demands, when they must learn to 
negotiate on their own or with the help of others. During this time, teachers are usually given a 
new class roster of students and are responsible for establishing a new community within and 
outside the classroom. Conducting the study during this time afforded powerful insights into how 
they navigated such demands, what knowledges and stories they drew on, the photos they 
curated, and what they chose to talk about. Moreover, because of the unique approach used in 
this research study, participating in pláticas, curating photographs, and telling stories offered the 
participants outlets to reflect on their own teaching journeys and what difficulties they were 
encountering or have encountered in the past as well as how they navigated such difficulties. 
This helped them recognize patterns that would likely inform their future decisions. 
Participant Recruitment 
I began my recruitment process in July 2020 by reaching out to friends, professors, 
colleagues, my network of early childhood educators in California, and other acquaintances I met 
through my early childhood education academic journey. I informed and asked my network if 
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they knew of anyone who qualified for my research study based on the criteria of the study 
through texts, phone calls, Zoom chats, and emails. I also utilized social media by posting a 
digital flyer for my study on Instagram, Twitter, and Facebook groups for early childhood 
educators. My social media posts were then reposted by friends, peers, and friends of friends.  
As previously mentioned in the selection criteria, I was looking for participants who (a) self-
identified as Latinx, (b) taught in an early childhood education setting (serving ages 0-8),  
(c) were students in the K-12 schooling system within the United States, and (d) had completed a 
teacher education program at an institution of higher education in the United States (earning a 
bachelor’s degree or higher). All of my participants attended a California State University (CSU) 
for either their bachelor’s degree and/or their master’s degree. I believe that being a CSU alumna 
myself facilitated my ability to connect to the CSU alumni network and inform my final 
participant sample. 
It is important to note that my recruitment period took place during the months of July 
through August in 2020, right in the middle of the worldwide COVID-19 pandemic. The social 
distancing guidelines and stay-at-home orders within Los Angeles County, California, and most 
of the United States meant that I relied solely on digital means to recruit and inform potential 
participants for my study (emails, phone calls, texts, Facebook messaging, and Zoom meetings). 
While recruiting participants, I was painfully aware of the negative effect that the pandemic had 
had on education, early education, and people’s lives. I initially had trouble getting in touch with 
potential participants and knew the pandemic was further exacerbating the issue of connecting 
with participants due to the uncertainty early educators were facing in their professional and 
personal lives.  
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Some of the issues I encountered during the initial recruitment process involved potential 
participants not being sure if they qualified because they did not have a traditional early 
childhood educator job (example: preschool teacher). Thus, I had to clarify that my study was 
looking at the field of early childhood education in general and the vast roles that are present and 
encompass the field of early childhood education. Moreover, some participants also did not 
know if they qualified because they had not heard the term Latinx before. I clarified that I was 
using the term Latinx to be more inclusive and gender-neutral in the research study. However, 
such questions made me reflect on the myriad terms that are used to identify Latinxs, such as 
Hispanic, Latino, Latina, or more ethnically-specific terms like Mexican, Guatemalan, 
Salvadoran, and so on. Another issue I encountered was having to be more specific about why I 
was looking only for early educators with a bachelor’s degree or master’s degree. I had to 
explain that I was specifically focusing on Latinxs earning a B.A. or higher because they were 
statistically underrepresented in attaining those specific degrees in California (despite the 
prominent presence of Latinxs as a demographic in California).  
Participant Demographics 
I interviewed a total of five participants who self-identified as Latinx, attended the 
Kindergarten through grade 12 schooling system in the United States, attended a teacher 
education program within an institution of higher education in the United States where they 
earned a bachelor’s degree of higher, and were (at the time of the study) employed within the 
field of early childhood education. The participants’ pseudonyms were Emma, Francisco, 
Melanie, Sofia, and Vanessa. The paragraphs that follow present brief narrative profiles of each 
participant; more in-depth participant profiles can be located in Chapter IV.  
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Emma is a 38-year-old woman from Aguacalientes, Mexico, who has lived in Los 
Angeles, California for the past 25 years. She self-identified as queer, undocumented, bilingual 
(Spanish and English), first-generation student, and Mexican. She immigrated from Mexico to 
the United States at the age of 13 and subsequently began schools within the Los Angeles 
Unified School District (L.A.U.S.D.). Emma attended vocational school and a community 
college before pursuing and attaining her bachelor’s degree in Child Development and her 
master’s in Early Childhood Education from a California State University (CSU). At the time of 
this study, Emma was an early educator to toddler-aged students, who are primarily in the 2-
year-old age range at a private school that serves pre-K-grade 8. Emma has been in the field of 
early education for the past 20 years; however, this was her third year at her current school site. 
During the COVID-19 pandemic, Emma was an in-person early educator at her school site. 
Francisco is a 33-year-old man from Jalisco, Mexico, who has lived in Los Angeles, 
California for the past 23 years. He self-identified as a man, a former ELL student, bilingual 
(Spanish and English), first-generation student, and Mexican. Francisco immigrated from 
Mexico to the United States at the age of 10. He attended public schools within the L.A.U.S.D. 
Francisco attained his bachelor’s degree along with his bilingual and science teaching credentials 
from a CSU. Francisco is currently a Transitional Kindergarten through 1st-Grade English 
Language Development teacher at a public elementary school. At the time of the study, 
Francisco was in his 13th year in the field of early childhood education and it was his seventh 
year teaching at his current elementary school. Due to the COVID-19 pandemic, Francisco’s 
entire work shifted to distanced learning in mid-March once the stay-at-home orders were placed 
on California and Los Angeles County cities.  
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Melanie is a 36-year-old woman born and raised in Los Angeles County, California. She 
self-identified as hard of hearing, being diagnosed with scoliosis as a child, a student who 
navigated public education with an IEP, bilingual (Spanish and English), first-generation student, 
and ethnically Guatemalan. Melanie attended public schools within the L.A.U.S.D. throughout 
her K-12 education. Melanie attended a community college before transferring to a CSU. She 
attained her bachelor’s degree in Psychology and her master’s degree in Early Childhood 
Education from the same CSU. Melanie has been in the field of early childhood education for 11 
years. At the time of the study, she was serving children as a Social Skills Coordinator at a 
Behavioral Services Center in Los Angeles County. During a member check (March 2021), 
Melanie updated her profile to reflect that she had attained a new position as a Program Director 
at an Occupational Therapy center for children in Los Angeles, California. Due to the COVID-19 
pandemic, Melanie also divulged that her workload had moved to an entirely remote and digital 
setting.  
Sofia is a 45-year-old woman who was born and raised in Los Angeles, California. She 
self-identified as bilingual (Spanish and English), first-generation student, and ethnically 
Colombian. Growing up in Los Angeles, California steered Sofia to attend public schools 
throughout her K-12 education. Her parents attained a permit for Sofia to attend a more 
“reputable” high school than her assigned home school. Sofia attended a community college 
before she transferred to a CSU. At the CSU, she earned her bachelor’s degree in Child 
Development, her teaching credential for elementary-aged students, and her master’s degree in 
Elementary Education. At the time of this study, Sofia was in her 24th year in the field of early 
childhood education. She has taught preschool through grade 2, but the bulk (20 years) of her 
teaching experience has been as a Kindergarten teacher. She currently works as a Kindergarten 
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teacher at a charter school located in the city of Los Angeles. At the time of the study, it was her 
18th year of teaching at her current school site. While teaching Kindergarten, Sofia pursued and 
received her national board certification. Due to the COVID-19 pandemic, Sofia’s entire work 
shifted to distanced learning in mid-March 2020 once the stay-at-home orders were placed on 
California and Los Angeles County cities. 
Vanessa is a 27-year-old woman who was born and raised in Los Angeles, California. 
Her mom was from Mexico and her dad is from El Salvador. She self-identified as a native 
Spanish speaker, a first-generation college student, and an athlete. Vanessa attended a 
community college before transferring to a CSU. At the CSU, she earned her bachelor’s degree 
in Child Development and her master’s in Early Childhood Education. Vanessa has been in the 
field of early childhood education for 5 years. At the time of the study, Vanessa worked with 
family childcare providers around Los Angeles County to improve the quality of their early 
childhood education programs at home. Vanessa elaborated that early education quality 
assessments such as the Family Child Care Environment Rating Scale (FCCERS) and Class 
Assessment Scoring System (CLASS) were used to guide the family childcare programs on ways 
in which they could improve. Due to the COVID pandemic, Vanessa’s responsibilities at work 
shifted from face-to-face to online and she was now providing support to the providers through 
digital platforms such as Zoom. She had also become responsible for creating the Creative Cloud 
curriculum that family childcare providers could utilize during the pandemic to access 
curriculum ideas, resources, and tools they can use with their students’ families. 
To summarize the participant profiles presented above, the subsequent tables were 
created to present snapshots of the participant demographics and participants’ educational 
history. Table 3.1 entails participant demographics, which include their pseudonym, age, place of 
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birth, highest educational level attained, occupation, years in the field of early childhood 
education, and ethnicity. Table 3.2 gives an overview of each participant’s educational history, 
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During the spring of 2020, I endeavored in an exploratory study in the County of Los 
Angeles to pilot my research design and instruments. The pilot study was conducted over the 
course of 2 months (January 2020 through February 2020) and included two FotoHistorias and 
two interviews with one participant. The interviews were between 30 to 60 minutes long and 
included informal discussions before the interview and after the audio-recording was turned off 
(via researcher memos). 
The pilot participant, Ramona Flores (her chosen pseudonym), was recruited through 
convenience sampling, when the participant and researcher met while they were both master’s 
students in an early childhood education program in a state university located in Los Angeles, 
California. The participant self-identified as a first-generation college student who was 28 years 
old, Latina, and whose parents both immigrated from Mexico. She had been teaching PreK-grade 
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3 for the prior 6 years. She received her K-12 education from L.A.U.S.D. and had a master’s 
degree in early childhood education. A teacher in a mixed-level classroom consisting of 
kindergarteners and first graders, Ramona had been teaching at that level for the prior 2 years in 
a charter school located in Los Angeles County.  
Due to the nature of the FotoHistorias research methodology, which sets out to empower 
and give agency to the research participants through participatory photographs and, 
subsequently, through informal interviews (pláticas) with the researcher and the participant 
discussing their photographs, there was very little need for scripted prompts from the researcher 
to the participant. Instead, before the participant set out to begin taking out her photographs, she 
was reminded both orally and through a written manner of the research questions of the study, 
which at the time were: 
• How do Latinx teachers, in the County of Los Angeles, California, reflect on their 
trajectory towards becoming early educators using photographs? 
o Did you encounter obstacles on your way towards becoming an early educator? If 
so, how did you overcome them?  
o Were there specific people or communities who helped or hindered your journey 
towards becoming an early educator? 
o What keeps you motivated to stay in the field of early education? 
o How are you perceived in the field of education? Is there anything you yearn to 
change about how you ae perceived in the field of early education?  
Once Ramona was informed and aware of the research questions of the study, I asked her 
to bring at least one picture to the informal interviews to discuss them on a monthly basis (from 
January 2020 through February 2020). The informal nature of the interviews and the 
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FotoHistorias methodology dictates that participants should have control over the interview and 
the discussion should be free-flowing and informal, with the researcher also sharing pertinent 
and personal information. Thus, I had prepared very few prompts for the interviews. The few 
prompts that I had prepared were the following: 
• Can you describe your photograph to me? 
• Can you tell me more about your photograph? 
• What stands out to you about this photograph? 
• What does your photograph represent? 
• What is the story behind your photograph? 
• Why did you choose to share this photograph? 
• Where was this photograph taken? 
• Who is in this photograph? 
• When was this photograph taken? 
• What does it tell me about who you are? 
• What does it tell me about becoming and/or being a teacher? 
• Is there anything else you would like to share with me about this photograph, what it 
means to you, or what it represents? 
The pilot study, FotoHistorias with Ramona Flores, which was spurred by photographs 
and subsequent interviews, revealed the following themes that speak to the journey that Ramona 
has had as an early childhood educator and the importance of (a) teachers self-advocating and 
being persistent when confronted with difficult administration, (b) having positive relationships 
with students and families, and (c) having the self-efficacy to stay in the field and an optimism 
for the field.  
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First, a major theme in the data and informal conversations pre and post interviews 
(discussed in researcher memos) centered around the challenges that Ramona had faced working 
with administration. Ramona spoke about many incidents, such as having a child with violent 
behavioral issues and not feeling supported as she tried to teach phonics during her first year; this 
seemed to indicate that Ramona’s administrators were not taking her concerns seriously or were 
actively trying to problem solve such issues with her. At one point, Ramona revealed that she 
was so frustrated with how poorly her administrators were handling a situation (a student 
constantly throwing chairs in the classroom) that she contemplated leaving the field. However, 
her frustrations and lack of administrator support were countered by her resiliency as a teacher 
who was not afraid to self-advocate and be persistent to get what she needed.  
Ramona also spoke about not being afraid to have persistent conversations with 
administration about her struggles and her needs. For example, she shared how she struggled to 
teach phonics during her first year and how frustrating it was to hear her administrators tell her 
she was doing fine. Ramona then revealed, “Towards the end of that year, I was like—I asked 
them—‘I need something! I need a program. I need a training.’ And so they got me into zoo 
phonics. And that was tremendously helpful. But it was like a year too late.” Her frustrating 
experiences with administrators belittling her challenges in the classroom parallels what other 
teachers of Color go through in the field and pinpoints reasons why teachers of Color experience 
faster rates of burnout than White teachers (Achinstein et al., 2010; Kohli, 2009; Magaldi et al., 
2018). By persistently advocating for her needs as a teacher, though, Ramona was eventually 
able to obtain what she needed from administration (such as getting help for the student with 
behavioral issues and being enrolled in trainings on how to teach phonics). Thus, a crucial aspect 
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of Ramona staying in the field is her ability to self-advocate and be persistent about her needs 
when confronted with challenges and unsupportive administration. 
Second, Ramona constantly spoke highly and positively of her students and families, 
indicating she had a positive relationship with them. She would pause and constantly go out of 
her way to indicate how much she loved her students. This is not surprising but might signal a 
fundamental and often overlooked aspect of becoming an early educator and staying in the field 
as an early educator—which is a love of working with young students and their families—and 
the benefits of such positive relationships (Marcon, 1999). Working with young children often 
requires a specialized set of skills, such as patience when working with young children (who can 
sometimes be nonverbal), an ability to form positive partnerships with young children and their 
families, and a belief in the power of early education. The ability to develop positive 
relationships with students and families also speaks to the potential and value that early 
educators see in their young students, which translates into a positive classroom environment. 
Ramona’s ability to form positive partnerships and relationships easily with her students and 
families were possibly indicative of the benefits and need for more Latinx teachers in the field of 
early childhood education to help the increasing Latinx population in Los Angeles trust and feel 
represented and valued in California’s education system.  
Lastly, Ramona’s FotoHistorias revealed that a key part of her staying in the field was her 
self-efficacy, which included a self-motivating drive to improve constantly as a teacher and an 
optimism for the future of the field of early childhood education. During her interviews, Ramona 
revealed that she is constantly in search of new teaching tools, trainings, and resources to 
improve her practice. When asked about when she felt like she was confident in her teaching, she 
replied that it took her about 2 or 3 years to feel confident in her teaching. However, she did not 
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feel complacent despite feeling confident, and she stated that she would constantly ask herself, 
“What else is out there?… And how I could improve? And I think I got this part. What else can I 
do? So, it’s always like keep learning and growing.” Such findings seem to parallel prior studies 
in the field of education, which have found that a teacher’s self-efficacy is strongly correlated 
with a high instructional quality (Guo et al., 2010; Holzberger et al., 2013; Kunter et al., 2013). 
Thus, it seems like Ramona’s curiosity and drive to improve her practice and keep up with 
innovations in the field have not only retained her in the field but might also be indicative of a 
higher instructional quality.  
The pilot study I conducted with the help of Ramona allowed me to gain insight into how 
I could improve and move forward with my study. For example, through my pilot study, I 
learned that positive relationships with people played an important role in Ramona’s ability to 
stay in the field. However, I felt as if I did not probe enough into the kind of influence or advice 
that Ramona gained from such relationships. Thus, I changed the research questions to reflect 
more of an emphasis on community and positive relationships that help sustain and retain Latinx 
early educators in the field. My research questions for the dissertation study reported herein 
reflected an emphasis on consejos that Latinx teachers have received through their trajectories 
into being and becoming early childhood educators as well as on consejos they thought were 
needed in the field.  
Through my pilot study, I also learned about the importance of informal pre and post 
chats with my participant (that were not audio-recorded). In some instances, what was revealed 
during our non-recorded chats was more pivotal in learning about Ramona and her trajectory and 
retention in the field of early education than our audio-recorded chats. Thus, such insights helped 
solidify the importance of writing my researcher memos as soon as possible after the interviews. 
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Moreover, it made me curious about how to make the interviews even less formal and more 
comfortable because it seems that despite clarifying their informality, the act of being recorded 
may still be intimidating and might play a role in censoring the participant. Pláticas afforded me 
an informal space, grounded on familiar experiences in Latinx households. 
Data Collection Methods 
I sought to answer the study’s research questions through the utilization of FotoHistorias, 
which involved participants sharing personal photographs, and using such photographs as a form 
of photo elicitation during informal conversational interviews in which participants discussed 
their photographs and personal and professional trajectories to reveal their unique counter-
stories. Five Latinx early educators in Los Angeles County agreed to be part of the study and 
were invited to answer the research study questions by sharing their own personal photographs; 
this process lasted for a total of 4 months from August 2020 through December 2020.  
Four of the five participants had a total of four FotoHistorias by the end of the study, 
consisting of at least one photograph shared per month along with one interview per month. The 
fifth participant had a total of four FotoHistorias, which included a total of four interviews; 
however, she only chose to share a total of two photographs during the course of the study. The 
five early educators were invited to meet with me (the researcher) via Zoom to reveal and hold 
informal conversational interviews about their photographs for 4 months. These interviews took 
the form of one-on-one pláticas via Zoom which were audio-recorded and stored on my 
computer for transcription purposes. 
The conversational interviews with the participants took place during the months of 
August to December 2020. Each participant was interviewed a total of four times during the span 
of the above-mentioned 5 months in the year 2020. The interviews ranged from 22 minutes to  
 
53 
1 hour and 13 minutes in length, with an average interview time of 57 minutes (Table 3.2). The 
majority of the interviews took place on Saturdays or Sundays; the participants and I had a 
flexible schedule to participate in conversational interviews due to their typical busy Monday-
through-Friday work week.  
Table 3.3 
Timing and Length of Interviews 
Name 
Sequence of Interviews 
Duration (hour: minutes: seconds) 
Date of Interview (mm/dd/yyyy) 
 #1 #2 #3 #4 Total Duration 





































FotoHistorias is a research methodology that utilizes a variety of methods (participatory 
photography, photo elicitation, and conversational interviews) to learn more about the histories 
and lived experiences of the participants. In this case, the research study utilized a FotoHistorias 
methodology to learn more about the early educators in their journey to being and becoming 
early childhood educators.  
Photographs 
The research study employed FotoHistorias as a research methodology; thus, 
participatory photography and photo elicitation were purposely used during subsequent informal 
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conversational interviews through Zoom to give participants the opportunity to discuss the 
photographs they chose to bring to the interview. All participants were debriefed on the purpose 
of the study and the research questions of the study orally and in writing. Subsequently, all the 
participants were asked to share one photograph for 4 months (study spanned August 2020 
through December 2020) as a way to elicit responses to the study’s research questions.  
The motive behind the utilization of FotoHistorias as a research methodology was its rich 
history centered on capturing the “life experiences with migrants in order to help surface the 
richness, diversity and depth of their roots, experiences, and aspirations” (Gomez & Vannini, 
2017, p. 2). While the participants of this study were not all migrants (though two participants 
immigrated from Mexico to the United States), the participants of this study did have to navigate 
their own metaphorical borderlands (Anzaldúa, 1987), consisting of navigating a Eurocentric 
U.S. education system that marginalizes people of Color while also navigating their own ethnic 
identification as Latinx (marginalized). Moreover, FotoHistorias methodology places an 
emphasis on participatory photography which permits the research study to afford the following 
assets: participant empowerment (via the participant having agency and control over what 
photographs are taken and how they wish subsequently to discuss them); the opportunity for 
multiple perspectives prompted from a single photo; and the possibility of a deeper 
understanding of their lived experiences through the discussion of a concrete object (i.e., photos) 
rather than abstract experiences or feelings (Gomez & Vannini, 2017).  
Conversational Interviews 
I coordinated with each of the participants to set up one-on-one digital Zoom interviews 
on a monthly basis for a total of 4 months and four interviews total (spanning August 2020 
through December 2020). The conversational interviews—aligned with pláticas (Fierros & 
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Delgado Bernal, 2016)—allowed the participants to present their educational and personal 
trajectories and the photograph(s) they chose to share and discuss. Because of our shared cultural 
practices as Latinxs, as we all grew up platicando en nuestras familias y comunidades and so 
pláticas guided our interviews. Being grounded in our own ways of making meaning and making 
sense, pláticas—”part of a Chicana/Latina feminist methodology” (Fierros & Delgado Bernal, 
2016)—allowed me and us to attend to the “deep interconnection between method, methodology, 
and epistemology” (p. 100). Pláticas are humanizing spaces and sites of healing for Latinxs, 
addressing common “cultural and general limitations of interview research methodologies”  
(p. 102). Through pláticas, I did away with the White-centric “cultural formalities of the 
interview process” (p. 102). Importantly, while my inquiries and interests guided the pláticas, 
they offered participants spaces “to discuss those topics that matter[ed] for them” (p. 113). 
Pláticas aligned well with my theoretical orientation and methodology as it not only attended to 
how “the holistic life forces of contributors matter for the research inquiry” but also positioned 
them as being “not only welcomed, but understood as necessary” (p. 113). Henceforth, when I 
refer to an interview here, I use it to mean pláticas.  
The interviews took place online through Zoom and were audio-recorded using the Zoom 
platform. Moreover, the interviews were unstructured to give the participants agency over the 
interview. However, I had have some readily available prompts to clarify any confusion or 
unclear ideas that the participants might have discussed. The prompts consisted of the questions 
listed on page 48. 
The purpose of the one-on-one interviews were to further explore the photographs and 
their meanings in relation to the participants and their lived experiences. The interviews were 
primarily unstructured to give participants power over their own counter-stories and how they 
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wished to respond to the research questions of the study. Therefore, the participants were 
informed that the interviews would be centered on their chosen personal photographs and what 
they wished to disclose about the meaning behind their photographs and their own journeys 
towards becoming early educators. 
This type of interviewing technique in turn de-centered the authority of the interviewer 
(Fierros & Delgado Bernal, 2016) to give agency to the participants—which, in turn, “builds 
empathy and promotes a safer environment for participants to speak about their experiences” (as 
cited in Gomez & Vannini, 2017, p. 3). By the end of the fall 2020 semester, which concluded 
the data collection period, each participant had four FotoHistorias (composed of four 
photographs and four interviews), with the exception of one participant who had four 
FotoHistorias (composed of two photographs and four interviews).  
Reflective Researcher Memos 
After each interview ended, I engaged in individual reflective researcher memos in which 
I wrote about the nuances and thoughts that crossed my mind while facilitating the interviews 
that were not captured (e.g., tone intonations, pauses, facial expressions, mood/ambiance 
fluctuations, further questions, reflections, making sense of the data, notes about the 
environment, etc.). The process of writing reflective researcher memos after the interviews 
allowed me to make sense of the data and begin the data analysis process. Such reflective 
researcher memos also gave me the space to note any particular curiosities, patterns, or insights 
that might be of value to subsequent interviews, the development of the study, and the findings 






Data Collection Methodology and Methods 
Data Collection Methodology Data Collection Methods 
• FotoHistorias • Participatory Photography (Each participant will take one 
photograph per month) 
• One-on-One Interviews/Pláticas (Each participant will 
participate in one interview per month with the principal 
investigator)  
• Researcher Memos (Principal investigator will write 




During the conversational interviews that took place during the study, participatory 
photography and photo elicitation were used concurrently as methods to collect data for the 
study. The participants engaged in participatory photography by submitting photographs they 
wanted to use as their photo elicitation (or photo interviewing) during their conversational 
interviews to further aid the participants in sharing their lived experiences and their journeys to 
being and becoming early childhood educators. To analyze the participatory photographs and 
elicitations raised by the photographs that were submitted during study, we (participants and 
researcher) used an indirect photo elicitation analysis approach to make sense of the photographs 
during the interviews. Thus, “team analysis” was inherently part of the indirect analysis of the 
photographs because the analysis took place during the conversational interviews with input 
from both the participant and the researcher (Collier, 2001).  
According to Collier (2001), photo analysis is a complex and multilayered process that 
involves “a search for pattern and meaning, complicated and enriched by our inescapable role as 
participants in that experience” (p. 35). Thus, the process of analyzing the participants’ 
photographs was collaborative and a joint interpretation of the participants’ and the researcher’s 
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understandings of “both the tangible character of visual records and on our varied ‘lenses’ of 
personal and cultural identity and experiences” (p. 35). The photograph analysis process 
therefore embraced and centered subjectivism as part of the process because, “when we use the 
camera to make a visual record, we make choices influences by our identities and intentions, 
choices that are also affected by our relationship with the subject” (p. 35).  
During the interviews, when the participants and I engaged in indirect analysis of the 
photographs they provided, we were not as concerned with the minute details of the photographs; 
instead, we were more concerned with the wider picture and context of the story and the 
emotions, thoughts, and stories that went along with the photograph. Collier (2001) defined 
indirect analysis as a process wherein images are used as “vehicles to knowledge and 
understanding via the responses they trigger in photo elicitation sessions” (p. 46). Collier went 
on to state, “the richest returns from photo elicitation often have little connection to the details of 
images, which may serve only to release vivid memories, feelings, insight, thoughts, and 
memories” (p. 46). As Collier affirmed, “a particular attribute of photographs is that they give 
birth to stories, which themselves are important sources of information” (p. 46).  
LatCrit was used to guide the analysis of the data for this research study as it centers and 
recognizes the racialized experiences of marginalized people of Color (in particular, Latinx) and 
how race and racism, along with other intersectionalities, have an effect on how they experience 
not only educational structures but other systematic structures as well. According to Solórzano 
and Yosso (2001a), LatCrit is a theoretical framework in the field of education that “can be used 
to theorize and examine the ways in which race and racism explicitly and implicitly impact the 
educational structures, process, and discourses that effect people of Color generally and 
Latinas/os specifically” (p. 479). Therefore, because this study focused on the racialized 
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experiences of Latinxs as they navigated the education system and came to become early 
educators, utilizing a LatCrit theoretical framework permitted the means to read the research data 
through a racialized lens to perceive how race and racism, as well as other intersectionalities, 
played a role throughout the participants’ lived experiences and interactions with systematic 
institutions. Moreover, the emphasis that LatCrit theory places on the influence of not just race 
but other intersectionalities, axes of oppression and subjugation associated with sex, gender, and 
class, is especially important, considering that the field of early education tends to be a feminized 
field and the majority of the participants in this study identified as women. Thus, some deductive 
codes that were utilized to employ a LatCrit lens were race, racism, identity, Latinx (and/or 
Latina/o). Moreover, some of the deductive codes that were specifically related to the research 
questions were motivation, support, obstacles, education, and consejos. 
A “glow”-seeking approach was also used while analyzing the data in order to generate 
inductive codes meant to further guide the analysis of the photographs, interview transcripts, and 
researcher memos. Seeking out “glows” is defined as elements of the data that seem to “reach 
out from the inert corpus (corpse) of the data, to grasp us” (MacLure, 2013, p. 228). Utilizing an 
inductive and “glow”-seeking approach and informed by my cultural intuition (Delgado Bernal, 
1998), I identified inductive codes from the data: immigrant, mentorship, family, financial 
hardship, first-generation, translanguaging, othered, commitment to serving Latinx, and sacrifice. 
Through the utilization of a LatCrit lens and glow-seeking, deductive and inductive codes 
were thus created. To reiterate, due to the utilization of a LatCrit analytical lens and to address 
the study’s research questions, some of the deductive codes that were used were: race, racism, 
identity, Latinx (and/or Latina/o), motivation, support, obstacles, and consejos. Furthermore, 
adopting an inductive and “glow”-seeking approach caused the following inductive codes to 
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stand out: immigrant, mentorship, family, financial hardship, first-generation, translanguaging, 
othered, commitment to serving Latinxs, and sacrifice. The deductive codes, inductive codes, 
and the data associated with them were then chunked to create broader codes and themes (see 
Appendix C). Individual participant counter-stories were created out of such broader themed data 
(photographs and excerpts of interview transcripts) to further analyze and ultimately gain written 
insight into the major thematic threads of all the participants’ data and begin theorizing about 
what the data were revealing.  
Table 3.5 
Coding Examples 
Deductive Coding Inductive Coding 
• LatCrit lens—race, identity, Latinx 
(and/or Latina/o) 
• Research question (RQ) pertinent lens—
obstacles, support, motivation, consejos, 
and education 
• “Glow”-seeking—immigration, 
disabilities, mother-daughter, mentorship, 
family, financial hardship, first-
generation, commitment to community, 
navigating White spaces, othered, and 
sacrifice 
 
To further assist in the analysis of the data, data analysis began from the moment the 
study commenced through the use of reflective researcher memos that I wrote up after meeting 
with each participant. According to Horvat (2013), memos are “a procedure used by qualitative 
researchers for explaining or elaborating on the observations made in the field” (p. 109). The 
purpose of reflective research memos was to engage in ongoing data analysis, allowing me (the 
researcher) to start making sense of the data. Memos enabled me to keep up with the data as they 
evolved. I utilized such insights to adapt to the flow of the research itself and to bring up any 
questions or concerns to the participants as they arose. In other words, as I was collecting data, I 
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was also utilizing my reflective researcher memos to document my thoughts and concurrently 
make sense of what I saw (Horvat, 2013).  
Moreover, a key aspect of this study involved participant vulnerability and openness; 
thus, I also felt responsible for reciprocating openness with my own educational, professional, 
and personal trajectory with the participants, as is typical in pláticas (Fierros & Delgado Bernal, 
2016). Such an emphasis on building trust and relationships with the participants—paired with 
my own affiliation with the Latinx early educator community—led me to utilize reflective 
researcher memos as a means to write about how I “personally relate[d] to the participants and/or 
the phenomenon” (Saldaña, 2016, p. 46). Being able to utilize reflective researcher memos as a 
space where I could reflect on how I connected with my participants allowed me to empathize 
better, be a better listener, and better understand the commonalities and differences between and 
among all of our stories (Saldaña, 2016). 
As I transcribed the audio recordings, I did so in conjunction with the aid of my personal 
reflective researcher memos and inserted any nuances missed by the audio recordings (e.g., tone, 
intonations, pauses, facial expressions, mood/ambiance fluctuations, eye contact, questions, 
reflections, etc.). However, I was keenly aware of the power of solely taking responsibility for 
interpreting such nuances for they could have been biased in “drawing inferences and offering 
interpretations of these linguistic patterns” (Marshall & Rossman, 2011, p. 209). Therefore,  
once the transcriptions were complete, I shared them with the participants to give them the 
opportunity to make any necessary changes. Thus, each counter-story was team-analyzed and 
member-checked by each participant. Participants added, altered, and omitted anything they 
wished. Most frequently, they wanted to omit filler words, such as “like” and “you know.”  
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Moreover, there were some moments during the study when we—researcher and 
participants—partook in some translanguaging (given our communicative repertoires and 
practices) and naturally flowed from speaking English to speaking Spanish (and vice versa) 
during the interviews (García & Otheguy, 2020). However, while I was mindful and cautious of 
how I interpreted these shifts in language because translating from English to another language 
(like Spanish) is more multifaceted than just transcribing, “because they involve more subtle 
matters of connotation and meaning” (Marshall & Rossman, 2011, p. 210), I utilized member 
checks during the data analysis process to evaluate for authenticity. In doing so, I was able to 
make the transcription and analysis process collaborative and give participants the opportunity to 
take part in shaping the direction of the research and to feel empowered to amend, clarify, or 
omit anything they wanted (Perez Huber, 2008), which they did. 
The final five counter-stories were generated from excerpts of the pláticas that were 
deductively and inductively coded and chunked before I engaged such data chunks in 
“purposeful play” (Bazeley, 2013, p. 106); this entailed organizing and rearranging the data to 
center around “glows” that stood out from their photographs and/or pláticas. The final steps in 
the data analysis strategies entailed purposeful play with the participant profiles, reflective 
researcher memos, and counter-stories to gain a wider scope and understanding of all the 
participant data. I utilized an inductive and a deductive coding process to chunk the final 
counter-story and reflective researcher memo data. Purposeful play was then engaged to further 
read the counter-stories through a LatCrit coding lens and through “glows” and inductive codes 










Such purposeful play allowed me to discern the thematic threads among the data, which 
led to the discovery of general themes and research findings (Galman, 2013). For example, a 
prominent theme that was present among the five participant profiles, counter-stories, and 
reflective researcher memos was the theme of family as a support system while being and 
becoming early childhood educators. The theme of family originated from the deductive code of 
“support” because each participant recalled examples of how their family supported them 
through their educational, professional, and personal endeavors. The following Figure 3.1 is a 
visual depiction or mapping of the above-mentioned data analysis strategies employed for this 
research study. 
Positionality 
A key tenet of LatCrit is to empower marginalized communities by acknowledging that 
“educational institutions operate in contradictory ways with their potential to oppress and 
marginalize co-existing with their potential to emancipate and empower” (Solórzano & Yosso, 
2001a, p. 479). Thus, it was vital for me to remain reflective about my complex positionality 
throughout the research process in order to empower participants. My positionality is 
characterized and influenced by various factors, such as: (a) my own intersectionalities, such as 
my racial, cultural, and gendered background in relation to my participants’ intersectionalities; 
(b) the tension between being educated by the colonizer (doctoral student at Teachers College, 
Columbia University) and being the colonized (as a Latina) who is in the position to further 
perpetuate or prevent colonialist ideas; and (c) my commitment to collaborating and serving 
marginalized communities/families/students of Color.  
First, as a researcher, I must acknowledge, constantly analyze, and question how my  
own intersectional locations (e.g., woman, Latina, native Spanish speaker, heterosexual, first-
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generation student, middle class, high educational level) play a factor in the way I perceive the 
world and my participants. As a Latina doctoral student who was raised by two immigrant 
parents from Central America, I am bound to have certain biases, preferences, and outlooks on 
life. For example, I firmly believe that we live in a racialized world and therefore we need to 
utilize race as an analytical tool within research in order to reveal the stories of people of Color 
who continue to be marginalized by majoritarian narratives and Eurocentric education systems. 
However, I also acknowledge that such a lens might prevent me from reading the data in non-
racialized ways. Thus, I need to reflect constantly on my own preference for reading the world in 
a racialized way and permit for a reading of the data which attends to intersectionalities.  
Second, though I strive to advocate for oppressed groups, such as women, immigrants, 
Latinxs, and minorities because of my own affinity to those groups, I must acknowledge that I 
am a product of the public-school and higher education system that was built around Eurocentric 
and colonialist epistemologies. Therefore, there are ways in which my thinking has inadvertently 
been colonized and conditioned to not be uncritical over certain issues. Moreover, I am also a 
doctoral student at Teachers College, Columbia University—an Ivy League institution which can 
be perceived as the “colonizer” because of the way it has historically upheld the use of 
Eurocentric epistemologies to conduct research and strived to assimilate people of Color (Hurn, 
1993; Lybarger, 1987). However, by continually reflecting on the tensions of belonging to 
marginalized communities (being the colonized) but also belonging to a colonialist education 
system, I strive to become a researcher capable of being transparent about such unique 
experiences. In this particular research study, I reflected over such tensions to reveal the nuances 
of studying Latinx educators like myself—i.e., border crossers who have gone through the higher 
education system, who can be perceived as a colonizer and the colonized (Villenas, 1996).  
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To permit for the lucidity of such tensions and nuances, I purposefully utilized theoretical 
frameworks that stemmed from the color and culture line, such as LatCrit (Milner, 2007). I used 
LatCrit and endarkened epistemologies that exposed the “theories, perspectives, views, positions, 
and discourses that emerge from the experiences and points of view of people of Color and 
researchers of Color” (Milner, 2007, p. 390).  
Lastly, I emphasized a humanizing research orientation and strove to create reciprocal 
relationships with my participants, wherein I could support my participants and their 
communities just as they supported my research study (San Pedro & Kinloch, 2017). Though 
objectivity is sometimes valued in traditional research, humanizing research methods call for the 
recognition that objectivity is never truly accessible or achievable. Instead, humanizing research 
methods call for the acceptance and utilization of subjectivities. Researchers endeavor to form 
reciprocal relationships with participants that are built on trust, openness, and vulnerability. This 
humanizing research method, therefore, entails getting to know myself as a researcher just as 
much as the participants: Who are we, what are our preferences, and what are our needs?  
Establishing a rapport and trustworthiness with participants led to an increased level of 
engagement with me as a researcher and the research itself (Siddle Walker 1999). More 
importantly, as Siddle Walker (1999) argued, it is important for researchers to be committed to 
being practical and to solving educational inequities as an educational researcher. So often 
researchers enter a community with only their self-serving goal of using the community to write 
a dissertation or paper. But what about the community? What are they getting out of it? As a 
researcher, I collaborated with my participants during the research process to learn more about 
what they hoped to derive from the research study (or how I can be of assistance to them or their 
community) in order for the research process to be reciprocal, not just one-sided. I collaborated 
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with my participants and engaged in a reciprocal research process by, for example, learning that 
some of them were interested in pursuing a doctoral degree and in learning from my journey to a 
doctorate. We spoke about possible university programs, how to navigate attaining fellowships, 
how to choose advisors, and which possible connections I had that could further assist them. 
Another example of reciprocity entailed keeping in contact with them throughout the data 
analysis process and beyond. I regularly checked in with my participants and learned about how 
they were doing professionally and personally. I reminded them to reach out to me if they ever 
needed my support or assistance. Therefore, I cultivated my relationships with the participants to 
continue beyond the research study.  
Validity and Trustworthiness 
The research study sought validity and trustworthiness through the process of 
triangulation (Bogdan & Biklen, 2007), which was achieved through the collection of three 
different data sets: photographs, interviews (pláticas), and reflective researcher memos. Each of 
these data collection methods enabled me to achieve a diverse data set, which allowed for the 
data to be comprehended from three different lenses to substantiate the soundness of the patterns 
and themes that emerged to inform the research results.  
Trustworthiness was also promoted through member checks wherein each participant 
profile, counter-story, and coinciding reflective researcher memo that I drafted was shared with 
each corresponding participant, so they had the opportunity to add, alter, or exclude anything 
they requested. As previously mentioned, some of the participants requested that I remove 
“filler” words such as “like,” “you know,” and “and’s” from their counter-stories. Moreover, 
other participants wanted their profiles to be updated to reflect their current occupations. 
Additionally, each participant had the option to answer back to some questions I posed in my 
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reflective researcher memo. For example, a participant clarified what she meant by parent 
coaches when I stated in my reflective researcher memo that I wished I would have prodded her 
more on what she meant by parent coaches. 
To aid further in the validity of the research study, I also utilized the ongoing reflective 
research memos to reflect on my own biases and how they were possibly influencing the 
research study, and to be transparent about such biases in the final write-up of the research study. 
Likewise, I also employed the use of “critical friends” (Mertler, 2017, p. 142), who were 
colleagues in the field of education who met monthly to review the data, data collection process, 
data analysis process, and final interpretations of the study to offer their own interpretation and 
critiques of those steps and provide me with insights into any missed embedded biases, 
misinterpretations, or misunderstandings.  
Limitations 
As I reflected on my own positionality, my intersectional identities, and my membership 
to the Latinx early educator community in Los Angeles, I remained vigilant about how such 
identifications could have limited my lens as I conducted the research study, analyzed the data, 
and presented the findings. My strong attachment and need to remain respectful of the 
community with which I collaborated for this research study presented some difficulties; this was 
especially the case when I found some data that contradicted my own lived experiences and 
perceptions of the Latinx community. However, to address such limitations in my own 
perspective and remain authentic to what the data were communicating, I utilized member 
checks and critical friends to mitigate the biases and assumptions during the research process.  
I also continuously acknowledged and reflected on my own “colonizer/colonized 
dilemma” (Villenas, 1996, p. 712), which entailed my own identification as a Latina teacher 
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(colonized) and my identification as a doctoral student from Teachers College, Columbia 
University (colonizer) and how they could have manifested and complicated the research 
process. For example, attaining an education from such a prestigious university immediately 
gives people with whom I interact a certain first impression of me, and manifests itself in a range 
of emotional expressions ranging from respect to intimidation to untrustworthiness (and anything 
in between). I strove to reflect constantly on how my own educational trajectory shaped the way 
the research participants perceived and interacted with me; for example, during the interviews, 
participants might have been reserved, might have sought to “give the right answers,” or might 
have censored their own responses because of my identification as a doctoral student. 
Reflecting throughout the research process and anticipating such limitations aided me in 
thinking of possible ways to curtail such situations. For instance, if I felt a participant was 
intimidated by me, I reflected on the ways I could change the atmosphere of the interview to 
make it less stressful and less formal. I also strove to build a better rapport and a more informal 
relationship with the participant in such cases. While acknowledging the limitations to how much 
control I had over how participants responded to me and to the research study process, I strove to 
utilize memos as a site of reflection. My memos helped me to remain reflective about such 
occurrences. Importantly, I was transparent about them in the final write-up of this study.  
Presentation of Findings 
The findings portion of the study, Chapter IV, commences with the presentation of 
separate brief counter-stories to honor the purpose of this research study, which is to bring light 
to the too-often-marginalized and silenced educational and professional trajectories of Latinx 
early educators, whose experiences counter the perpetually peddled majoritarian stories of Latinx 
failure. The counter-stories include narrative profiles of the participants to provide context, 
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vignettes that exemplify glows (MacLure, 2013) of the study, and the participants’ photographs. 
Subsequently, in Chapter V, I delve into reporting the major themes found across the data, 
alongside any contradictions or nuances that were unique and unexpected beside the trending 
themes for the research study. The last chapter, Chapter VI, highlights the ways in which the 
findings of the study shed light on and offer implications for other teachers in the field of early 
education and for the future of K-12 curriculum, teacher education programs, and the recruitment 
and retention strategies for Latinx teachers within the field of early childhood education. I also 




Chapter IV: COUNTER-STORIES 
And so feeling very much like, ni de aqui, ni de allá.  
Yeah. Like I don’t, I didn’t know where I belonged. For a long time.  
I still don’t, I know I still don’t. I don’t know what that is about. 
 
 – Emma (research participant) 
In this chapter, I share counter-stories that elucidate the purpose of this research study,  
to counter the dominant narrative of Latinx failure by shedding light on the marginalized 
educational and professional trajectories of Latinx early educators. Through the use of a 
FotoHistoria methodology, I sought to center the voices, stories, and experiences of Latinx early 
childhood educators, (re)positioning them agentively in my research narrative. The counter-
stories of five Latinx early childhood teachers were generated from the re-telling of their 
journeys into being and becoming early childhood educators through the use of pláticas, photo 
elicitation, and participatory photography. 
The counter-stories presented in this chapter were created from participants’ stories and 
fotos. They offer insight into the experiences and journeys of five Latinxs being and becoming 
early childhood educators in Los Angeles County, California. The counter-stories included in 
this chapter center the often-minoritized voices and journeys of Latinxs and acknowledge “that 
inadequate conditions limit equal access and opportunity” (Yosso, 2006, p. 4). They are 
“counter” because they talk back to deficit constructions of Latinx early childhood teachers 
(Solórzano & Yosso, 2002). 
The counter-stories presented here span the participants’ experiences navigating the K-12 
education systems in the United States (and sometimes transitioning from a Mexican education 
system to a U.S. education system), being first-generation college students in teacher education 
programs, being the first in their families to earn a bachelor’s degree and/or master’s degree, and 
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how those experiences shaped their perceptions, decisions, teaching philosophies, and 
pedagogical stances as early educators in Los Angeles County, California, at the time of this 
study.  
Constructing Latinx Early Childhood Educator Counter-Stories 
Majoritarian stories assume we live in an egalitarian society where all people, regardless 
of race and/or ethnicity, have equal access to the same opportunities, including educational 
opportunities. This subscribes to the colorblindness, or as more recently coined, race-evasive 
tenet of Critical Race Theory (CRT). Consequently, majoritarian stories around education are 
also built around notions of meritocracy wherein students who successfully navigate the U.S. 
education system are credited with being academically gifted and working hard in order to 
achieve academic success. Such majoritarian stories are quick to fault people of Color, including 
Latinxs, for being unable to navigate successfully and succeed within U.S. education systems 
(Yosso, 2006). 
A predominant single story of Latinx perpetuates that Latinxs are not academically gifted 
and/or just did not work hard enough, which is why they are unsuccessful academically. This 
research study aimed to counter such majoritarian stories; it utilized counter-stories constructed 
from the participants’ conversational interviews (organized according to the principles of 
pláticas—Fierros & Delgado-Bernal, 2016) and photographs in order to confront such 
disparaging majoritarian stories of Latinx students’ academic abilities and achievement. 
Moreover, the counter-stories were placed in conversation with reflective researcher memos. I 
(the researcher) constructed the reflective researcher memos as a space for me to begin to make 
sense of the data and what I witnessed during the conversational interviews (Horvat, 2013). 
According to Horvat (2013), memos act as a practice that qualitative researchers utilize to clarify 
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and flesh out ideas and observations made while collecting and analyzing data. The reflective 
researcher memos were a place to jot down how the conversational interviews related back to the 
research questions and scholarly literature, as well as served as a space where I could pose any 
lingering questions I had about the participants and how I could approach the interviews in the 
future. Additionally, in order to emphasize the conversational and relational aspects of this 
research and give insight into how I empathized with the participants’ stories and started 
identifying and making sense of “emotional hot points” or points in the transcript and memos 
that captured emotional reactions, such as lowered voice, pauses, tears, and laughter (Cahnmann-
Taylor et al., 2009; Souto-Manning, 2018). These were identified via “cultural intuition,” which 
is central to Latinx feminist epistemology (Delgado Bernal, 1998). 
The following counter-stories are organized according to participant; they were 
composed of: (a) participant profiles constructed of demographic and characteristic information 
revealed during the pláticas; (b) counter-stories created by extracting information revealed 
during the pláticas, signifying emotional hot points to create a chronological narrative of each 
participant spanning their trajectories into becoming and being early childhood educators 
alongside their photographs; and /(c) reflective researcher memos that include snippets of 
pláticas between the participant and myself as the researcher, as well as considerations I was 
making about the pláticas and how they related to other research studies. The objective of each 
participant’s counter-story was to relay authentic perspectives and narratives from the 
participants about their trajectories into being and becoming early childhood educators, stories 
that are often disregarded when examining the lack of Latinx early childhood educators in the 
field of early childhood education.  
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More precisely, each participant counter-story was created and based off of the pláticas 
between the participant and the researcher as well as the photographs shared by the participants 
over the fall semester in 2020. I (the researcher) initially approached the pláticas transcription 
data using a LatCrit lens and utilized an inductive and deductive coding process to discern larger 
thematic trends. I then engaged such thematic data in purposeful play and merged direct quotes 
from the pláticas and the respective participant’s photographs, which sparked the corresponding 
pláticas into creating chronological counter-stories of each participant.  
Each participant profile and each participant counter-story which I drafted was then 
shared with the participant. This was so that they could make additions, changes, and omissions, 
clarify the meaning of certain terms and labels (as needed); this was explained in Chapter III. 
Moreover, each participant was encouraged to choose their own pseudonym and thus is 
acknowledged according to their chosen pseudonyms. The counter-stories were thus written 
using a first-person voice and are italicized to indicate that they were composed via direct 




Emma is a 38-year-old woman from Aguacalientes, Mexico, who has called Los Angeles 
home for the past 25 years. She self-identified as queer, undocumented, and Mexican from both 
sides of her family. During our conversational interviews, Emma would often excitedly share: 
the perks of being married to a fellow early childhood educator, her deep love of math and 
science, and introduced her dogs and cats as they roamed her radiant plant- and sun-filled room. 
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Emma disclosed that she grew up and attended public schools in Mexico until she was 13 
years of age. She explained that she came to the United States with her family at 13 years old, 
thinking that it would be just a quick vacation to visit her extended family in Los Angeles. She 
recalled going to Disneyland and enjoying her visit to the States, which she had previously 
visited before. However, that visit would not turn out to be like her previous ones. Soon her 
mother broke the news that they were indeed permanently staying in the United States and that 
she was to begin attending public schools within the Los Angeles Unified School District 
(L.A.U.S.D.). 
During our conversations, Emma recalled that she wanted to become a high school math 
teacher since she was young but realized that even after AB540 legislation (authorizing any 
student, including undocumented students, to qualify to pay in-state tuition at California’s public 
colleges and universities) that a math degree would require many years of education, and she 
could not afford to self-fund her education for a long period of time. Moreover, due to her 
undocumented status, she explained that attending community college to attain her child 
development degree was “out of the question” due to the high tuition rate she could not afford to 
pay. However, her mother encouraged her to not give up her dream and instead enroll at a 
vocational school nearby that was more affordable and could quickly enable her to have a career 
in the field of early childhood education. So instead, Emma decided to pursue a career as an 
early educator at a vocational school. Emma would later go on to attain her bachelor’s degree in 
Child Development from a private university in a city adjacent to Los Angeles with the financial 
backing of a beloved professor to whom she endearingly referred as her “fairy godmother.” She 
then continued her early childhood educator journey and received her master’s at a California 
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public university. She is currently interested in furthering her educational journey by looking into 
doctoral programs in early childhood education around the United States.   
At the time of this study, Emma was an early educator at a private school that 
encompasses an early childhood education center that feeds into a grade K-8 school. The private 
school is a highly sought-after school among those who live near the community. The private 
school and community are inhabited by individuals belonging to a higher socioeconomic bracket; 
therefore, the school serves primarily high socioeconomic families in Los Angeles County. The 
school is also one of the most diverse independent schools in the Los Angeles area, with over 
49% of the students identifying as students of Color and affluent families of Color seeking to 
enroll their children in the campus, given its reputation of having a more diverse racial and 
ethnic student and faculty population. The overall private school community that encompasses 
early childhood education through grade 8 is taught by over 45% faculty and staff of Color. 
Emma added that the early childhood education center of which she is a part has even more 
racially and ethnically diverse faculty, with most educators identifying as Latinx and Black. 
Most of the faculty at the private school also have attained either a bachelor’s and/or master’s 
degree. At her early education center, Emma is an early educator to toddler-aged students who 
are primarily in the 2-year-old age range. Though Emma has been in the field of early education 
for the past 20 years, this was her third year at the early education center where she is currently 
teaching. Emma shared that this early education center is progressive and has a child-centered 
and play-based philosophy that drew her to the position and has kept her there since. 
Due to the COVID-19 pandemic, Emma also divulged that the school had been shut 
down from March until September 2020. When we first began our conversational interviews in 
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August 2020 through Zoom, she was in the midst of being informed what protocols would be in 
place at her school to ensure the safety of the teachers as well as the children.  
Emma’s Counter-Story  
I feel like I had a very nice way to come in, I flew in an airplane and overstayed my visa. 
It was very safe. We came here in August to visit my family, my aunt. We were just coming for 
two weeks. And when we were here, my mom said, “You know, they are asking if we want to stay, 
you can go to school here.” And all I knew about living here was going to Disneyland, going to 
places, you know. So when they asked, “Ooh, do you guys want to stay?” We were like, yeah, I 
mean, living here means going to Disneyland. Of course we want to be here. So we stayed. 
I think since we’ve lived here, my connection to what it’s like to be Mexican has been 
really different than what it felt like when I was actually in Mexico. When we were younger and 
we lived in Mexico, our life was pretty like, middle class, we were in private school and stuff. 
And we were Jehovah’s Witnesses. And because we’re Jehovah’s Witnesses, I wasn’t really 
allowed to have friendships outside of the church. And a lot of the things that are traditionally 
Mexican, that people here assume are representations of what Mexican culture are, I didn’t get 
to do that. So I didn’t participate in, I didn’t have a Quinceañera, I didn’t celebrate birthdays, 
we didn’t have like, posadas, or none of those traditions of Mexican culture. 
So when we moved here, it was kind of a shock. And it was culture shock because I 
realized I didn’t really know anything about anything. And just being really, really poor, and not 
really understanding what that was about. Because nobody talked to us about it. And at the same 
time, kind of reconnecting with what it’s like to be Mexican, or exploring that part of my identity 
here, as opposed to in Mexico. Like, I joined the folklorico team, and, like in the folkorico dance 
class, like we used to perform and stuff. 
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And just kind of having a little bit of a disconnect from what most people assumed to be 
Mexican culture. And I’m, like, at the same time being told, “Oh, you have the nopal on your 
forehead.” Like you should know, you should speak Spanish. You should embrace it. Stop having 
too many White people friends. Just like a bunch of that. And so feeling very much like, ni de 
aqui, ni de allá. Yeah. Like I don’t, I didn’t know where I belonged. For a long time. I still don’t, 
I know I still don’t. I don’t know what that is about. 
Figure 4.1 
Emma and Her Folklorico Team 
 
I was trying to explain to my wife, who is White. She gets really nervous about speaking 
Spanish. She’s been studying. She really wants to, when we go visit my aunt’s, she really wants 
to talk to them in Spanish. She like really wants to learn, right? But she gets so nervous about 
saying the wrong thing that she freezes and she can’t say anything. Now I was like, “No, if you 
say something—even if you say it wrong—they’re gonna be like, oh my god! She’s trying. She’s 
 
79 
so cute!” You know? If I said something wrong it was like, “mira esta ni con papeles sin papeles 
y no puede hablar en español? Ay, que verguenza!” You know, I’m like, it just, it makes it really 
hard to even try. To be made fun of. 
Because I was undocumented, I couldn’t really afford the college courses even at the 
community college because I had to pay the out-of-state fees. So my mom knew I wanted to be a 
teacher and I wanted to be a math teacher. But, going community college was out of the 
question, like it was just not gonna happen. So she’s like, she saw a sign at the Starlight 
(pseudonym) college, no um Starlight vocational center. You could take some courses to become 
an early childhood teacher there. And she said, like four classes and you can have a job. So, I 
was like, okay, my mom told me I could do that. And that way, it’s a little step and you can still 
be a teacher. 
And that graduation, at the time felt like a consolation prize, because I was graduating 
from a program, but I had already started working. I was making $7 an hour, I knew that I was 
not going to be able to support myself. It was fine while I was living with my parents and living 
with my family, but I knew that was gonna be a rough life. At the same time, my parents, my dad 
and my sister were both working at like McDonald’s and Jack in the Box. And so I knew that I 
was making like about the same money. When one of those days, I moved schools. And I was 
making $10 an hour and I was like, “I am making I bank!” And I went to, because I had such a 
raise, I wanted In-N-Out. And they had a sign that said, like, oh, $15 an hour and insurance. And 
I was like, what?! 
Once the law changed a little bit and I think AB540 came along, I was able to go to 
community college. I started community college with a math degree, like with a math major. But, 
you know, it was just a lot of classes and I had to have two jobs because it was the only way to 
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support myself while being in a preschool teacher. What I found was that FAFSA wouldn’t give 
me anything. Except some years I was able to get the fee waiver, because I made little enough 
that it would, it would cover that. But undocumented. Like once they found out what kind of work 
permit I had, they were like, “Ooh, yeah, that one doesn’t make you eligible for anything.” 
Figure 4.2 
Emma at Her Undergraduate Graduation Alongside Her “Fairy Godmother” 
 
That was where I was like there is no point in me going to get a BA if this is all I’m going 
to be making and I’m going to be in debt and I won’t be able to afford going to get a BA. I will 
not. And I actually had one of my professors from community college, she and her husband 
contacted me. And she said, you know, if you wanted to continue to your BA, we could give you 
an interest free loan so you can go to school, finish your BA and that could get you an 
opportunity to get a better job and then you can pay me as you can. And that was like the biggest 
blessing. I feel like I often say like, if I believed in this, when my mom died, she sent me Miss 
Sakuri (pseudonym) to come and help me get better. Like she and her husband helped to pay for 
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my BA so I could go to Kingston (pseudonym) college and I finished my BA in two years. So I 
finished my BA and on graduation day they told me that they didn’t actually want me to pay them 
back then, that that was something they did for me and so I call her my “fairy godmother.” But if 
it wasn’t for that gift like I don’t know where I would be. 
Figure 4.3 
Emma, Her Wife Jazmine, And Their Pet Dog  
 
But I was able to go to grad school because I had Jazmine (Emma’s wife). We moved to a 
cheaper apartment so that we could pay. Because, you know, as undocumented, I still cannot get 
financial aid. Like, I don’t get like grants or anything. But getting a BA allowed me to get a 
better job, which, with combined with her income and like a lower rent, we were able to pay for 
the California State University. And I think that’s one of the things that keeps me motivated, 
because she’s also a preschool teacher. I do know that being married to a preschool teacher 
means that we’re never going to be like super financially stable. Which is hard to think about, 
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like in the long run. But I feel like I feel pretty lucky. So, yeah, I think I would have always said 
like, oh, don’t marry a preschool teacher because you’re gonna be broke. And it is true. It’s true. 
But um, but yeah, I feel like this is the very first year that I am not working more than one 
job. Usually I work, my teaching job, and then I either teach toddler courses, teach toddler play 
groups, or I’m a babysitter and nanny. This is the first year that I’m like I have one job. 
And so after I graduated in 2016, from Kingston (pseudonym) College, I got a job at 
another Reggio-inspired school that paid a little bit more than in Santa Monica. And that one did 
not fit me because I felt really out of place because of the amount of wealth that was required to 
be in that school. It’s just really hard. It was like a part day program. It was like, I got a lot of 
very hefty gifts from parents, but that felt really—it just didn’t feel right. And it just wasn’t my 
jam.  
Then the director from the Rejoice (pseudonym) School got a job being the director at the 
school where I work at now. It’s called Winston (pseudonym) Academy and it’s a private school 
from early childhood through eighth grade. And it’s a brand-new campus that they got and so 
she called me and asked me to join her in this other school. And it’s still a pretty wealthy school 
and, but if I work in a different school, I don’t make enough money to pay my bills. So, I work in 
a school where I can’t afford to bring my children, like if I was to have children, I would not be 
able to afford it. But it is enough that I can pay my bills and support myself. So that makes it a 
little bit of a difference. But I yes, so at the school where I work at, most of the teachers have BAs 
as well. About half of the teachers have master’s degrees and we are paid the same as the 
preschool through eighth grade teachers do which is not typical for most preschools. 
And like, in the midst of a pandemic, I feel like getting a good mask is like the consejo I 
have. You know, like it is very likely that a lot of our family members also essential workers out 
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there working full-time and in the public. And like I like I know that’s kind of a stereotype a little 
bit. But I feel like most of the teachers I know, that are Latina, they are very likely in a family 
where other people are also in blue-collar jobs, and they are out there working. And knowing, 
like, part of knowing that my job means I’m going to keep working through the pandemic means 
that I know, I am the most at risk. So means that I’m going to stay working, it means that I need 
to work in order to like support my family. And I’m just like, it’s really depressing. 
Figure 4.4 
Emma’s Students at Her School, Where She Taught During the COVID-19 Pandemic 
 
I mean, the essential workers that we’ve discovered are essential, right now are the least 
paid workers. You know, like, everyone’s like, oh, there’s gonna be a teacher in the White House, 
teachers are gonna get so much more respect. And I don’t think anyone ever includes the 
preschool teachers or the early childhood teachers. And, like, teachers are all essential workers, 
but we are the only ones that are going to put our lives on the line, just to stay open, to stay with 
the children. And you know, I know, I’ve lived on fast food for a long time, because it’s easier 
than having takeout. And so I know it’s, they are the essential workers too. I don’t know, it’s just, 
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it’s depressing, because I know that it doesn’t matter what happens at the end of this, like we are 
still not going to be recognized as essential workers who deserve as much respect as the other 
teachers.  
What about me and my family needs? Like my like mental health. And if I can’t feel like I 
can take care of my mental health because I can’t see my friends. I can’t see my family because 
of me I’m an essential worker, like, do I want to be an essential worker? Or is it time for me to 
stop and try to do something so that I am not seen as a pawn that is only allowed to have a life in 
the classroom? 
Summary 
Emma’s counter-story revealed her unique perspective on her Latinx and Mexican 
identity. She spoke candidly about how while she grew up in Mexico, she did not partake in “a 
lot of the things that are traditionally Mexican, that people here assume are representations of 
what Mexican culture are” due to her religion. Emma’s religion barred her from partaking in 
cultural activities that are typically strongly associated with Mexican and Latinx culture, such as 
posadas and a Quinceañera (15th birthday celebration). Her concept of Mexican identity while 
she was in Mexico was thus nontraditional and largely dictated by her religious affiliation to a 
minoritized religious subgroup. However, her non-traditional conceptions of Mexican identity 
were not of concern until she immigrated to the United States and she began to feel a disconnect 
with a more traditional Mexican identity. Emma reaffirmed that her “connection to what it’s like 
to be Mexican has been really different than what it felt like when I was actually in Mexico.” 
While in the United States, she began “kind of reconnecting with what it’s like to be Mexican, or 
exploring that part of my identity here, as opposed to in Mexico.” It seemed as though being in 
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United States prompted Emma to connect and explore her Mexican culture and identity, since it 
was now a more prominent part of her identity in the United States. 
Emma’s immigration and acculturation the United States and simultaneous Mexican 
identity also led her to struggle with feeling like she was “ni de aqui, ni de allá” (neither from 
here, nor from there). For example, Emma was often told that she had a “nopal on her forehead” 
(cactus on her forehead), an insult primarily used by Latinxs towards other Latinx to insinuate 
that one obviously looks Mexican/Latinx, despite acting more assimilated towards the United 
States and White culture (speaking English, partaking in “White activities/customs”). Emma 
would thus be encouraged by others to embrace her Mexican identity: “you should speak 
Spanish. You should embrace it. Stop having too many White people friends.” However, when 
Emma did try to speak Spanish, her attempts were often met with Spanish speakers shaming her 
Spanish skills. Emma disclosed that, “If I said something wrong it was like, ‘mira esta ni con 
papeles sin papeles y no puede hablar en español? Ay, que verguenza!’” (look at her with or 
without papers [documents], and she can’t speak Spanish? How embarrassing!). Thus, it seemed 
Emma was caught in a space of in-betweenness, or what Anzaldúa (1987) called the borderland, 
which is a “vague and undetermined place created by the emotional residue of an unnatural 
boundary” (p. 25). Emma feeling like she was neither from here (United States) nor from there 
(Mexico) aligned with what Anzaldúa referred to as the living in the borderlands, “caught in the 
crossfire between camps while carrying all five races on your back not knowing which side to 
tun to, run from” (p. 216).   
Emma credited her mother with encouraging her to attain a degree in education, but due 
to her undocumented status, Emma faced many obstacles as she navigated the higher education 
system in the United States. Financial aid for college was scarce and thus limited her options on 
 
86 
where she could afford to go after graduating from high school. It was not until the California 
Dream Act or AB450 (which meant that undocumented students became eligible to pay in-state 
tuition at public universities and colleges) was signed into law in California that Emma was able 
to afford community college. Emma’s financial hurdles were further increased by the lack of a 
living wage she received as an early childhood educator who worked with ages 0-5 but did not 
have a teaching credential. She did not see the advantage of getting her bachelor’s degree 
because it did not guarantee a better wage and, in fact, would probably get her into debt. She 
explained, “there is no point in me going to get a BA if this is all I’m going to be making and I’m 
going to be in debt and I won’t be able to afford going to get a BA.” Were it not for the support 
of her “fairy godmother” who funded her bachelor’s degree, Emma disclosed that she did not 
know where she would be. Moreover, her master’s degree was funded by a better-paying job that 
she had attained because of her B.A. degree and the support of her partner and wife Jazmine 
(also a preschool teacher), who not only supported her emotionally but also financially by 
splitting the cost of living. 
Emma’s counter-story ended as she revealed the tension she felt as an early educator at 
an affluent private early education center. She happily stated that she worked at school where at 
least 49% of the students are of Color and she was finally earning a wage that permitted her to be 
financially stable enough to only need to work one job. However, she also acknowledged that 
she works in a school where “I can’t afford to bring my children, like if I was to have children, I 
would not be able to afford it.” Moreover, working at a private school that caters to a more 
affluent community meant that she had to work during the COVID-19 pandemic, unlike other 
teachers and early educators in the public sector. She critiqued the inequity in who is considered 
essential and who got to stay home during the pandemic; as she observed, “And, like, teachers 
 
87 
are all essential workers, but we are the only ones that are going to put our lives on the line, just 
to stay open, to stay with the children.” She revealed how working in the middle of the pandemic 
meant sacrificing her ability to see her family due to the fear of catching COVID-19 and 
spreading it to her school. She was expected to not have a life outside of the classroom for the 
safety of her school and the security of keeping her job—but at what cost? Who cared about her 
mental health and well-being? She indicated, “I don’t know, it’s just, it’s depressing, because I 
know that it doesn’t matter what happens at the end of this, like we are still not going to be 
recognized as essential workers who deserve as much respect as the other teachers.” 
Reflective Researcher Memo 
When Emma shared her story and revealed the economic hardships she had struggled 
with as she pursued a degree in early childhood education, I (the researcher) also felt inclined to 
share my similar experiences and reciprocate Emma’s openness with me, coherent with the 
contours of pláticas (Fierros & Delgado Bernal, 2016). Hearing Emma share the paradox of how 
despite her pursuing a degree in early education, she still struggled with earning a livable wage 
definitely trigged me. I have always felt a similar upsetting contradiction while I pursued my 
education as an early educator as well. It feels taboo to talk about my financial earnings as an 
early educator, and I always (still do) feel very ashamed to talk about it because they are so low. 
So I am stuck in this paradox where, on one hand, I am so proud of my accomplishments, my 
ability and privilege to pursue a doctorate, and my passion for continually learning about the 
field of early education. On the other hand, I am also deeply ashamed to talk about how despite 
all those accomplishments, I still struggle with economic insecurity. Up until recently, I was still 
earning $18 an hour as an early educator while finishing this dissertation study. I took the 
teaching job, however, because we were in the middle of a pandemic and not many options were 
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available for me at the time. Moreover, it was an appealing position because it was a hands-on 
situation where I would be inside the classroom working with toddler-aged students who are 
within my preferred aged group. However, $18 an hour is not a livable wage. I fully 
acknowledge that as someone who has lived in two of the most expensive cities in the United 
States (Los Angeles and New York City), $18 is not enough to survive on one’s own. As a result, 
I empathized with and echoed Emma’s sentiments about feeling confused at how, despite being 
educated, the appropriate financial compensation is simply non-existent for most early 
educators. 
Aura: Yeah, thank you for sharing. I feel like there’s so many like layers to it. Like talking 
about, how much early educators are getting paid, you know. Like my dad and 
mom also worked at McDonald’s and like, they made more money than I do right 
now. Like we know, we should obviously get paid more than we do. Because it’s 
like not a lot, right? Because it’s like the history of education as well. It’s like, the 
feminization of teaching and like how that’s seen as just like a caregiving role. 
Like, we’re not paid as much because of that.  
 
Emma: Um, but yeah, like, it’s like, primarily people of Color who have these jobs.  
 
Aura: Yeah. And like, I know there’s a shift towards like, having early educators get their 
bachelor’s degrees and all of that, and that’s leaving some of these are the early 
educators of Color who don’t have those degrees in like an iffy zone. Like, what 
are they going to do? They’re not going to get paid as much as those with 
bachelor’s degrees. And it’s like… 
 
Emma: Who oftentimes have so much more experience and gusto. 
 
Aura: Yeah. Exactly. And it’s like penalizing them for something that like maybe they 
can’t afford, like they can’t afford to like, pay for these classes and like also they 
don’t have the time to like also take these classes while they’re also like working. 
So it’s just it’s a lot to think about as well. 
 
Emma: Like that was where I was like, I was like there is no point in me going to get a 
BA if this is all I’m going to be making and I’m going to be in debt and I won’t be 
able to afford going to get a BA. I will not and I actually had one of my professors 
from community college, she and her husband contacted me, like I had just gotten 
out of a bad relationship, and it was like a lot of layers to this. And she said you 
know, if you wanted to continue to your BA we could give you an interest free 
loan so you can go to school, finish your BA and that could get you an 
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opportunity to get a better job and then you can pay me as you can. And like that 
was like the biggest blessing. I feel like I often say like, if I believed in this, when 
my mom died she sent me Miss Sakuri (pseudonym) to come in, help me get better. 
Like she and her husband helped to pay for my BA so I could go to Kingston 
(pseudonym) college and I finished my BA in two years. So I finished my BA and 
on graduation day they told me that they didn’t actually want me to pay them 
back then, that that was something they did for me and so I call her my ‘fairy 
godmother.’ But if it wasn’t for that gift like I don’t know where I would be. 
 
Seemingly in our conversation, we also began to unpack some of our own experiences as 
Latinx early childhood educators and educators of Color. We seemed to have similar 
understandings, based on our experiences in the field, that who we thought were most affected 
within our field by economic disparities and unjust standards of who can be deemed a “quality” 
early educator worthy of a raise were most often early educators of Color, like ourselves.  
As I reflected upon the pláticas between Emma and me, I also reflected on how Emma’s 
undocumented status differed from my documented status and what that meant for the research 
study. Some of the affordances from our having different documentation statuses meant that 
Emma was able to reveal how difficult it is to navigate affording college as an undocumented 
student. For example, federal aid (through FAFSA) was a given for me. I knew I could rely on 
such a program as someone who is documented. However, Emma had to learn that she did not 
qualify for federal aid due to her undocumented status. She had to think of ways in which she 
could continue her education without federal aid. Such insight help uncovered some of the 
obscure obstacles that Latinx early educators have to overcome in order to pursue their 
education. 
As I spoke to Emma, I noticed some similarities and differences between how she 
immigrated to the United States and my parents’ immigration stories. My mother, just like 
Emma, overstayed her visa. However, my father, traveled from Guatemala to the United States 
by foot with the help of a coyote. Moreover, both of my parents willingly came to the United 
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States in the search of a better life and were over 18 at the time. Thus, as I reflected on their 
experiences, I noticed the privileges that go along with how immigrants enter the United States. 
Moreover, I also reflected on how pure luck in timing and context enabled my parents to attain 
sponsorships by their employers to attain their residencies in the United States to eventually 
become citizens. My pláticas with Emma reminded me of how privileged I am to not have to 
worry about the documentation status of my parents as well as my own. I am privileged to not 
have to worry that my parents might one day be ordered back to their home countries by the 
United States. Thus, a limitation of this study was my misalignment with Emma’s undocumented 
status and my inability to ever be truly able to understand what she has experienced as a 
repercussion of her documentation status. I could only empathize with her journey but will never 
truly be able to walk in her shoes. 
Francisco 
Francisco’s Profile 
Francisco is a 33-year-old man from Jalisco, Mexico, who moved with his family to the 
United States in 1998, when he was just 10 years old. He attended elementary school in Mexico 
until he started to attend public schools in the County of Los Angeles, California when he was in 
fifth grade. During our monthly conversational interviews via Zoom, I would look forward to our 
one-to-ones to learn more about how he was adjusting to his online distanced learning, how the 
families and children were reacting to the learning as well, and the precautions we were both 
taking to keep ourselves and our families safe from COVID-19. 
During our monthly pláticas, it was intriguing to learn that when Francisco began 
elementary school in the United States, he was fascinated by the math lessons he was being 
taught in the States. He recalled the math concepts he was being taught here as being too easy 
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and encompassing mathematical concepts that he had already learned in Mexico. However, when 
it came to learning English as an English Language Learner (ELL), he said he found it difficult 
because he did not “have any background with English” and he “didn’t know any words” in 
English. Francisco’s struggle learning English was further exacerbated by his fifth-grade teacher 
whom he described as “didn’t really put much effort into supporting me.” Such an unpleasant 
experience, however, was lessened with the assistance of a teacher who did speak Spanish and 
was supportive of Francisco’s English language attainment. In Francisco’s words, such an 
experience “gave me the push to help others. So I made a commitment with myself of, I’m gonna 
do my best to learn the language, get better at it and support others from that day on I try to help 
others as well.” 
As a first-generation college student, Francisco decided to go to a CSU near his home to 
stay near his family. He stated, “my priority was to stick around with my family.” He disclosed 
that “being a first-generation college student, it wasn’t not only hard for me, but for my parents 
as well,” emphasizing the role that family plays in a first-generation’s college journey—a 
dynamic that is imperative but often gets underplayed. At the CSU, Francisco completed a 
bachelor’s degree and attained his teaching credentials. He stated that he chose to attend a 
university closer to home and his family, despite getting into other universities. His affinity for 
numbers and science led him to first obtain a teaching credential in science that permits him to 
teach at the middle school or high school level. He also pursued a bilingual credential that allows 
him to teach in a dual immersion school. He ultimately decided to become an educator at an 
elementary school setting because of his past experiences in elementary school as an ELL.  
Francisco’s desire to support others as they learned English eventually led him to choose 
a career in the field of early childhood education as a teacher to ELLs. At the time of the study, it 
 
92 
was Francisco’s seventh year at his current elementary school and his 13th year in the field of 
early childhood education. He is currently a Transitional Kindergarten through Grade 1 English 
Language Development Teacher at an elementary school where, according to the 2018-2019 
school accountability report card, more than 50% of the population is Latinx, 35% identify as 
low socioeconomic status, and 15% are ELLs. Francisco echoed that the statistics of his school 
site are very much the reality in his own classroom. He specified that the majority of his students 
are Latinxs.  
Due to the COVID-19 pandemic, Francisco’s entire work shifted to distanced learning in 
mid-March once the stay-at-home orders were placed on California and Los Angeles County 
cities. Francisco has since been adjusting to an entirely online teaching platform, which, 
surprisingly, has encompassed teaching not only his young students but also members of their 
families who supervise their Zoom sessions, such as grandparents. 
Francisco’s Counter-Story 
When I came to the United States, it was quite a challenge for me. I didn’t really have 
any background with English. I didn’t know any words. So learning it was very difficult for me. 
The first teacher that I had for, she didn’t really put much effort into supporting me. So that kind 
of gave me the push to help others. So I made a commitment with myself of I’m gonna do my best 
to learn the language, get better at it, and support others. From that day on I try to help others 
as well. When I was in high school, I had a lot of other friends who were also newcomers and I 
tried to support them as well. I didn’t really see myself as a teacher while I was in high school, 
but towards my senior year, that’s when I said, well, what am I going to do? What branch am I 
gonna go into? I said, well, I mean, I did want to help others. I went through an experience that I 
could relate to other learners. So I decided to go into the education field. 
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At first, I was just aiming for elementary. For some reason, going back to that picture 
that you have. I have those memories and like I mentioned I had quite a struggle in elementary. 
So I said, you know what, let’s start here. Let’s go to elementary and see what happens and then 
if things change or are going to another route, then I could change.  
 
Figure 4.5 
Francisco in Elementary School 
 
I had an amazing experience at Cal State (redacted for participant confidentiality 
purposes). Believe it or not, that wasn’t my first choice. At first, I had other plans. Before 
actually starting the process, I applied to quite a few universities around. Luckily, I did get 
accepted into all the different locations. But my priority was to stick around with my family. 
Obviously, it was kind of a struggle too. I mean financially and everything. I mean everybody 
struggles. Especially a lot of Latinos. Like I told you being a first-generation college student, it 
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was not only hard for me, but for my parents as well. So, just supporting each other. I mean, I’m 
very attached to my family. So I didn’t really want to go far. Although I did get accepted to 
different locations, I said, well, this one’s closest.  
I mean in my case, this job as teaching here especially, how many male teachers? My 
parents were very supportive, and they understood. But I’m one of the first ones that I’m a 
teacher in my family. Often, there’s a lot of parents who might want kids to go into the money 
field, like the lawyers, the doctors, and go through that route. But, it’s different for everyone. If 
you are truly thinking of going into the teaching world it’s not because of the money. There’s lots 
of other aspects of the teaching that might call us in, and if you feel that call to become a 
teacher, just do a lot of research. Just look into it and see if that truly is your calling or not, 
because if it’s not, you will suffer. 
But, I mean, I had an amazing experience at Cal State (redacted for participant 
confidentiality purposes). All of my professors, I still keep in contact with. Most of them. They 
might be from the education department, or some of them might be in a different department. But 
I still keep in contact with quite a few of them. They supported me in so many ways. When it came 
down to just general courses, they were all very supportive. The counselor that I had at the 
beginning, they actually give you a counselor for the first two years, the first year is mandatory 
just to get your coursework together and see what you’re doing and what you need to accomplish. 
The counselor that I had was also amazing. I mean, he was also Latino. So I think they are very 
well rounded when it comes to ethnicity and the professor’s—gosh, I don’t think I had very many 
Latinos in general courses. But in education, obviously, like I said, I did apply and also obtain a 
bilingual credential. So obviously, those were Latino teachers, professors as well.  
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Especially dealing with Latinos, there was a program that I was part of and they did 
support me quite a bit. Which was the Educational Opportunity Program. It is just a program that 
supports first-generation college students in the CSU system. Obviously at the beginning, it wasn’t 
as easy. Because I was learning the language. But I’ve always done well when it comes down to 
grades. So it’s part of it. I’m guessing it’s embedded. I mean, my family, they don’t have a degree 
obviously. But they did what they could with the resources they had when they were growing up. 
So my mom was always going to school and I mean, she also herself went to school to learn 
English as an adult. So there was always a push for education, progressing and going forward. 
I mean, being the first one to attend college I said, well, there’s just no way like I could 
attend a UC and that’s something that I guess it was something wrong that I did to myself. 
Because that was out of the question for me financially. That’s way too much money. Knowing 
that there were resources, but still, there was going to be some a lot of money that I was going to 
need to come up with. I said, well, that’s just impossible. I’m gonna, I’ll obtain my general 
coursework at a CSU school and then I could always transfer it if need be. But um, I guess that’s 
something wrong that I probably fixated in my mind. I said, well, a UC is not going to work for 
me because it’s too expensive. I guess it’s just the lack of knowledge. Although there was a push 
to attend UC’s and everything and there was support to write those letters to be able to be a 
candidate for a UC and everything. 
At first, I was embarrassed to ask for support when it came to like acquiring the language 
and everything else. But then I guess I made it a habit to just like ask for support, or just ask, 
how am I doing? There was a constant of me asking my teachers, how am I doing, what can I do 
better? How can I better myself? I guess it’s just my personality. But during, like I told you, in 
the university, I had that same mentality. We did have humongous classes and there were large 
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lecture classes as well. I attended those lecture classes as well. But for some reason I connected 
with all my professors. I mean, knowing your professors, and not only the ones that are in within 
your field. Sometimes you might do things and you might need them in the future, you just never 
know. So just keeping those connections is also very important. 
Figure 4.6 
Francisco Including His Roots and Language in His Classroom 
 
I try to include my roots not only my classroom, but how I present myself at all times. But 
I also try to include other languages. I also try to include the culture as well. So that’s kind of 
what I do in my classroom. I just tend to be very inclusive, when it comes to not only my 
students’ roots, their ethnicity, but I just include everything that is relevant to my students and 
their families. It’s amazing, the fact that the parents are actually also teaching them their 
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language, their native language, and they’re keeping it alive. Which is something that I treasure 
and value. I always try to keep telling my parents and my families, you should always treasure 
your values and your culture, keep that language going. Because if not, it will die.  
Figure 4.7 
Francisco in His Classroom Before the COVID-19 Pandemic 
 
There’s some families that I’m working with, they tend not to speak their language. 
They’re like, oh, well, I’m gonna confuse them or something. I just say, no, no, the more they 
know, the better. There are some families who I have, the parents might not even really speak 
that much Spanish. Because there is a generation where I guess, if they spoke Spanish, it was 
seen as something bad. Or if they would speak Spanish and English, it was oh maybe they’re not 
going to be perfect at either one. I just keep telling them, just practice and it’s okay, make sure 
you keep your traditions and everything. Because traditions are a big part of not only the 




How Francisco Jokingly Felt His Elementary-aged Students Acted During Zooms  
 
But seeing their progress and how I’m able to make them grow and support their 
learning—that really keeps me motivated. The superintendent that we had, before, he would 
always say, well, you guys are the experts, you guys do what you do, and I trust you. He would 
never question us so much of as to why we were doing things. As long as we were backing it up. 
So we always look at our testing, what we’re teaching, connecting it to the standards. That’s 
something that shows that like, we’re really thinking about the content and the material. In 
particular, like I mentioned, my English language learners, and other students who receive my 
services have are actually doing better than the English only speaking population. 
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I mean, right now things are very different. It’s kind of discouraging with everything 
that’s going on. But hopefully things will change. There’s only so much things you could do with 
the little ones over Zoom. There are some parents that are very supportive. There are others that 
I don’t know that they actually know how to hold the pencil themselves. It’s very surprising. I 
mean, I would never think of that, but I don’t know, if it’s the populations that didn’t attend 
school out that much, or they went to school in a different country. Or, I don’t know we have a 
very interesting population right now. That I mean, there are some parents that are working. So 
they’re with like a grandparent, and the grandparent’s patient and everything, but they 
themselves had like a different schooling. So like for math, or things like that, they don’t even 
know how to do the content. So not only do we have to teach our students, but we have to teach 
the caregivers. So our computer teacher is actually hosting some workshops for parents, and the 
thing that I really liked is the fact that we’re doing it bilingual. We don’t have someone that 
speaks other languages, but we do have Spanish and English, so at least there’s that. It’s seen as 
a positive and not like as a burden. Because I feel like it could also be easily seen as like, oh, 
like, I have to do all this extra work now or something. But it’s like, no, if you support those 
grandparents or those parents or caregivers in general, not only is that going to make the 
curriculum stronger, but it’s going to like enable them to help the students better. 
You just have to be flexible. That’s the whole thing with teaching, you just have to be very 
flexible, and open to unknowns and changes all the time. Because you’re going to be receiving 
changes left and right, not only from your district, but from the state, things change. Because 
ideas come and go. I think that’s where, developing yourself and moving forward, it’s important. 
Because we never stopped learning, bottom line. We could always keep on learning something 
new. So just try to ground yourself and develop yourself as much as possible. Going to a lot of 
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workshops at once is not doable, but little by little, pick and choose what you want to work with 
each year. So that’s another consejo that I would give—focus on one or two things a year, that 
you want to develop yourself as an educator, and go with that for that year. What really keeps 
me going is knowing that I am making a difference. Bottom line. That’s what it is. I mean, I see 
it, and it shows in this state testing. So, I mean, I guess I am making a difference.  
Summary 
Francisco’s counter-story began with his experience navigating elementary school as a 
young newly immigrant child from Mexico. Her remembered having a difficult time learning 
during that time because he was an ELL at the time. He painfully recalled how he felt like one of 
his first teachers in elementary school did not do much to support his English language 
development and his adjustment to a new education system. He credited such a negative 
educational experience as encouraging him to enter the field of education as an elementary 
teacher to support others as he wished he would have been supported when he was younger. 
Francisco thus decided to go to a university to pursue a bachelor’s degree and a teaching 
credential. He noted that though he got accepted to multiple universities, he purposefully chose a 
CSU that was close to his home and his family because he wanted to remain close and connected 
to his family. He also spoke about how being a first-generation college student meant that 
navigating the institution of higher education was difficult not only for him, but also for his 
family. He thus insinuated that being a first-generation college student was a collective effort 
between him and his family. Moreover, support was described as a reciprocal exchange between 




Francisco also had support systems within his university, such as counselors, professors, 
and programs specifically aimed at supporting first-generation college students. For example, 
Francisco credited the mandatory policy at the CSU as connecting him with a Latino university 
counselor who helped him stay on track with the appropriate coursework that he needed to 
pursue his teaching profession. Another support system that he had while attending the CSU 
were his professors. He mentioned that he made it a point to attend office hours and form a 
rapport with his professors because he wanted the support and also “you might need them in the 
future, you just never know.” So he still maintains a relationship and connections to some of his 
professors. Lastly, he also mentioned the educational opportunity program—a program that 
supports first-generation college students in the CSU system—with supporting him as well. 
As the only male participant in the study, Francisco also spoke a bit about how his male 
identity shaped his experiences as an early educator. For instance, he alluded to the lack of male 
teachers in early education by asking a rhetorical question of “How many male teachers?” were 
currently teaching at his current school site. By his tone and subsequent silence, it was clear that 
he was one of few male early educators at his school site. The lack of male early educators in the 
field of early childhood education also meant that he felt responsible for explaining his career 
choice to his family. He stated that his parents were very supportive of him being one of the first 
teachers in his family. 
As Francisco recalled his undergraduate experiences at CSU, he also mentioned 
struggling as a general concern but also specifically as struggling financially. He mentioned one 
does not go into teaching for the money, because if one does, one is bound to be disappointed or, 
in his words, “suffer.” Moreover, he mentioned that he went to a CSU because he thought he 
could not afford to go to a University of California (UC) institution. He mentioned that he 
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thought attending a UC was out of the question because it was going to be too expensive. But in 
retrospect, he stated that his lack of knowledge of how financial aid works led him, perhaps 
erroneously or not, to believe that he could not afford to attend a UC. He mentioned that in high 
school, there was always a push to attend a UC and there were support systems to write personal 
statement letters, but there was not enough information on how to actually finance attending a 
UC. 
As a current early educator, Francisco makes it a point to include his roots in the 
classroom, especially his native Spanish, and because many of his students are also native 
Spanish speakers learning English. However, his negative experiences in elementary school have 
led him also to be empathetic and reflective on how to be an inclusive educator and create an 
inclusive classroom environment. He is mindful of learning who his students are and what 
languages they speak so he can include their identities and cultures in the classroom. Moreover, 
he tries to encourage his students’ families to encourage their children to speak their native 
tongues in order to keep those traditions, cultures, and languages alive. He also credits his 
supportive administration team with helping him feel like he has agency over his classroom, 
teaching, and curriculum and motivating him to really think about his practice. 
Reflective Researcher Memo 
Francisco’s negative experiences in elementary school coincide with the dangers of 
teacher education programs and teachers not being prepared to work in a context and setting 
where multilingual students and families of Color are the majority. The lack of cultural and 
language insensitivity on behalf of Francisco’s teacher showcases the negative consequences that 
occur when teachers are unable to be supportive and understanding of children’s racialized 
identities, contexts, and experiences (Souto-Manning, 2013). I was moved by how Francisco’s 
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negative experiences did not make him bitter or look down on the field of education. Instead, his 
experiences fueled his desire to become an early educator and serve his community in the way he 
wished he would have been taught.  
Hearing Francisco gush about his inclusive environment made me hopeful about the 
future of early education and the educational environment to which Latinx students and students 
of Color have access. It made me realize how much I wished my teachers in elementary school 
would have encouraged my family to help me retain my Spanish language skills. Though I am 
able to speak, read, and write fluently in Spanish, my accent is off because I primarily learned to 
speak English through school. I think it is important for early educators to be prepared to educate 
students’ families on the advantages of raising bilingual and multilingual children and 
encouraging young children to retain and sustain their families’ and communities’ 
communicative repertoires. 
Francisco stated that his notions of success were based on how well his students 
performed on state standardized tests. Such a statement made me ponder about the emphasis  
on testing and how teacher evaluations are frequently based on their students’ testing scores. 
However, evaluating teachers based on state testing is such a volatile assessment. It is important 
to contemplate the ways in which state testing is inherently inequitable and further propagates 
inequities. It also made me wonder about the consequences of students not performing well on 
state testing and the consequences not only on the students but also on their teachers. There is an 
apparent tension between teachers’ perceptions of self-worth and their capabilities and how they 
are evaluated based on state testing.  
I gravitated to Francisco’s relationship to his family and his decision to attend a CSU to 
remain close to his family because it exemplified the Latinx values of collectivism, familism, and 
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interdependence (Campos et al., 2018). I also value my family and interdependence and, thus,  
I also decided to remain fairly close to my family by choosing to attend the University of 
California San Diego (UCSD), which was a quick 2-hour drive from Los Angeles. My sights 
were originally set on UCLA so I could be closest to my family and save money by living at 
home, but unfortunately, I was not accepted to UCLA, so UCSD was the second closest option. 
My decision to stay close to home was fueled by acknowledging that my family was a very 
strong support system, especially as a first-generation student. For me, then, it was a necessity to 
remain close to my family in order to remain connected to that support network as we navigated 
unknown terrain in the form of the higher education systems we chose to attend. It seemed like 
Francisco thought of his family the same way I thought of my family; family was a support 
system that cushioned any of the stresses that came with attending college (Campos et al., 2018).  
Listening to Francisco’s rationale for attending at a CSU closer to home in order to 
remain near his family also made me realize how often institutions of higher education fail to 
take into account the importance of Latinx values of familism and interdependence. It made me 
realize that the only time my family was welcome during my tenure at UCSD was when it was 
Welcome Week or Parent Week (events that took place at inconvenient times for my working 
parents). It made me wonder about what changes institutions of higher education can make to 
facilitate a more inclusive environment that incorporates and supports the families of Latinx 
first-generation students of Color (like Francisco and like myself). 
Melanie 
Melanie’s Profile 
Melanie is a 36-year-old woman born and raised in Los Angeles County, California. She 
is ethnically Guatemalan from both her mother’s and father’s sides of the family, is hard of 
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hearing, and was diagnosed and treated for scoliosis at a young age. During our monthly 
conversations via Zoom, Melanie and I built a great rapport together because we were similar in 
age (I was 33), shared similar ethnic backgrounds (my father is from Guatemala), and had 
mutual friends in common. We began our pláticas by sharing our highlights of the month and  
realized that we shared many commonalities (enjoying TikToks and Starbucks coffee). Melanie 
and I would begin our chats by sipping our Starbucks iced lattes, sharing some of the current 
TikToks we were obsessing over at the moment, and excitedly daydreaming about future 
concerts we were looking forward to attending once the pandemic was controlled and life 
resumed with some degree of normalcy.  
During our monthly virtual gatherings, I learned about some of Melanie’s pivotal life 
events that she felt led her towards the field of early childhood education and made her who she 
is today. For example, she divulged that she was diagnosed with scoliosis at the age of 11. Her 
diagnosis led her to spend a significant amount of her teenage life at a children’s hospital, where 
she ultimately underwent a surgery to treat the curve in her spine. Melanie said she learned about 
the value of working with young children with special needs and just “helping people” while 
spending time at the hospital and undergoing treatment for her scoliosis. She described an 
instance where she saw a patient struggling to communicate with a health care professional, so 
she offered to translate from English to Spanish. She recalled this scenario as allowing her to 
realize and embrace that it was in her nature to help people and she felt fulfilled when helping 
others. 
Melanie attended public schools within the L.A.U.S.D. throughout her K-12 education. 
She shared that she knew she wanted to work with children since she was in elementary school 
and actively pursued her passion since then. She was especially adamant about working with 
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children with special needs and medical conditions because of her own life experiences. Melanie 
explained that her scoliosis diagnosis led her to experience being bullied since she was in middle 
school. Thus, it was no surprise that when she graduated from high school and enrolled at a local 
community college, she began taking classes with the goal of becoming a pediatrician or a nurse, 
so she could work with other children who might be dealing with the same issues she had dealt 
with when she was younger. However, while taking her prerequisites and general education 
courses, she stated that her goals were derailed when she discovered that math and science were 
not her “strong suit.” She decided to take her time and explore career options as she transferred 
to a CSU. In time, she ultimately decided on a degree in psychology, which she knew could still 
lead to a career working with children. She received her bachelor’s degree in Psychology and 
then pursued and earned her master’s degree in Early Childhood Education from a CSU. 
While working towards attaining her master’s degree, Melanie focused on a career where 
she could work with children with special needs—more specifically, children with autism and 
children who need support with their social skills. Though her practicum courses, Melanie 
learned more about child-led therapy and the ABA model which led her to an “A-ha!” moment 
of realization that she wanted to continue working with children with behavioral needs. Melanie 
gushed, “Social skills is my passion, I love social skills.” At the time of the study, she was a 
Social Skills Coordinator at a Behavioral Services Center in Los Angeles County, California, 
where she served mostly Latinx clients in a predominantly Latinx community. During a member 
check (March 2021), Melanie updated her profile to reflect that she had attained a new position 
as a Program Director at an Occupational Therapy center for children in Los Angeles, California. 
Melanie’s interest in working with children who need behavioral support became her 
“personal mission” because she knows “what it’s like, not being able to, you know, have that 
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much resources as a kid.” She recall/ed her parents’ limited knowledge of Individualized 
Educational Programs (IEPs), struggling to make sense out of IEPs, and doing the “best they 
could about IEPs.” She stated that her current occupation as a social skills coordinator is a 
passion project that she feels is helping her give back to the Latinx community. “So, me being 
diagnosed with you know, scoliosis and a hearing disability is what pushed me like no, what else 
can I do out there so I can help other families? Help other families, especially in the Latino 
community.” Due to the COVID-19 pandemic, Melanie also divulged that her workload had 
moved to an entirely remote and digital setting. When we first began our conversational 
interviews in August 2020 through Zoom, she was still getting acquainted with switching to an 
entirely digital setting. 
Melanie’s Counter-Story 
Yeah, it’s definitely been a journey. I definitely owe it to my parents. I don’t know where I 
would be if I didn’t have that strong support system that my parents had for me and my brother. 
My experience in elementary school, I want to say it was like a happy childhood, but I think also 
at the same time, was a bit challenging for me. Because like one of my diagnosis is that I can’t 
hear, so I’m hard of hearing on both of my ears. And I think my parents started noticing the 
pattern. They took me to an audiologist probably like around four or five years old. And then I 
didn’t get my first pair of hearing aids till I was seven. And so it was a big gap. I also don’t know 
if I want if I call it a language gap or speech gap, but I did have a lot of speech difficulties 
because I couldn’t really hear the sight word sounds, which is the S, the T, the F. And that’s 
when teachers also started noticing that something was off. And so luckily, in my first or second 
grade there was this great teacher—Miss Fields (pseudonym). She was very sweet, very strict 








And that’s where my dad started learning about what an IEP is, what services I can get 
at that time now that I was going to get my hearing aids. Oh, and in my IEP at the time, it was to 
make sure that I sit in the front so that way I’m able to hear the teacher because when, when a 
child is hard of hearing or has some kind of hearing impairment, it’s recommended that they sit 
in the front of the classroom and also make sure that their teachers are facing them. I know 
teachers like write on the chalkboard or write on the on the whiteboard for like lessons and 
they’re still talking, it’s best that they still turn and repeat it so that the child is listening or be 
able to grasp what the what the teacher is saying. So yeah, that was one of the things that was 
one of my biggest challenge—is that how to be assertive from such a young age and being able 
to tell the teacher um, can you please repeat that? Or can you just face me as you’re speaking to 
me? Because one, I didn’t want to be put on the spot and two how do you tell a teacher that? You 
know, from a student to a teacher. Is it appropriate? The last thing I wanted was to cause any 
issue or trouble. I did not want to be the center of attention. No, no, no, no. And so I just 
struggled and adapted as best as I could from K to 12.  
I definitely knew starting from elementary school, like that’s where the inspiration on 
helping give back to the community started. I definitely wanted to help children and what really 
sparked my interest in helping children with special needs is when I had scoliosis, I was 
diagnosed with that when I was, I believe 11 or 12 years old. I did want to be a pediatrician, but 
math and science were not my strong suit.  
So to me, working in the sphere of children with autism with special needs is more like a 
personal mission for me because I know what it’s like, not being able to have that much 
resources as a kid. My parents knowing best what they could about IEPs. You know, what other 
resources could have been out there to help support in school? Because I’m also hard of 
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hearing. So me being diagnosed with, you know, scoliosis and a hearing disability is what 
pushed me like no, what else can I do out there so I can help other families, especially in the 
Latino community. 
You know, university, that milestone right there really hit me hard because I was like, oh 
my god, I don’t know what to do. Who do I go to for help to go to university or college? So, I 
really had to learn on my own because, you know, obviously, my parents didn’t know what it’s 
like the whole college process of getting to college. So definitely my brother and I had to learn 
by ourselves, like, how do I get into college? So, my experience at Arrow College (pseudonym) 
was great. I definitely learned a lot from my college professors at Arrow College and navigating 
through different career paths. So I switched from nursing to psychology at Arrow College. 
That’s where I started. I did all of my general education up here and then transferred to Cal 
State (redacted for confidentiality purposes) and I got my bachelor’s in psychology there. 
My undergrad was definitely my toughest experience because I didn’t know you can go for so 
many things for help, like go to tutoring or writing lab. And I think at the time, I was just very 
insecure of myself and I was afraid to ask for help. One minor thing that I didn’t like is that when 
I was thinking of a career in speech pathology, the counselor at the time kind of told me, “Well, I 
don’t think it’s a good idea because, you know, you can’t really hear the sight sounds and all 
that.” And I was like, oh, okay, and I took her advice, thinking like, okay, maybe she knows best.  
But now talking to other speech therapists, they’re like, oh, my god, that’s such an old 
myth and like mentality, you would have been so perfect for speech because you know about 
speech. And so yeah, I definitely would have loved a career in speech pathology. But again, it 
was just that my mental state. I guess it’s kind of like being influenced by others and not really 
taking a second about wait, hold up, you may think that, but that doesn’t mean that I can’t do it. 
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Let me try, you know. Yeah, it was that state of mind back then that could I wish I could have told 
myself: No, don’t listen to her. 
Figure 4.10 





So when I graduated in 2009, that’s when a good friend of mine introduced me to Child 
Development [redacted for participant confidentiality]. And I got hired as an early 
interventionist. And that’s how my career started. And through her as well, I learned about the 
master’s program, about ECE with Dr. Candice (pseudonym) and Dr. Jess (pseudonym). And so 
I think I took like a four year break before I started my master’s program. Because I wasn’t sure, 
there were so many different career paths. I was so lost at the time, like I didn’t know which 
would be my next step.  
Compared to my undergrad program, I felt like in my master’s program was a lot more 
worth it and a lot more beneficial for me because I got to grow a lot with Dr. Candice and Dr. 
Jess. It was that motivation part, how both of them are just so passionate about their field of 
work, especially Dr. Jess because she is such an advocate for children with special needs. And 
she talked a lot about her son who was autistic and how she was just a fighter. And so that right 
there, I saw like, okay, if she can do it, then I can do it, too. And Dr. Candice and Dr. Jess really 
provided that that motivation, that inspiration, how much they believed in us and that we can 
accomplish. Yeah, I’ll never forget her spirit. Dr. Candice’s spirit was just so just like, 
enthusiastic, just so powerful, and like motivating, and her warmth. I think about how much she 
cared about her students, you know, and our success. 
Um, funny enough, I want to transition to Dr. Jess and how she was learning. She would 
approach me like, Melanie, why didn’t you tell me I have to like face you when I’m lecturing or 
when I’m teaching. I was like, well, you know if that’s your style, I don’t want to make you feel 









I don’t want to do put you on the spot, you know. And she and I had a conversation about 
this and I remember crying to her like, wow, Dr. Jess, I think you are by far like the one 
professor who really cared about making sure that I’m hearing and grasping, you know, the 
concepts in school. And I remember crying to her, and she’s like, oh, my god, I didn’t mean to 
make you cry. She was just an amazing support system, Dr. Jess. 
Currently I’m working with children with special needs. I’m a social skills coordinator. 
Social skills is my passion. Like, thankfully, I got the hang of working two jobs, you know, my 
managing my time and my schedule. So now it’s just balancing two jobs. Here in the Antelope 
Valley (AV) in Palmdale, Lancaster, the community of Latinos is huge for sure. The majority of 
our clients are Latinos. And in our office here in the AV, a lot of our caseloads are with families 
that are Spanish speaking. Yeah, so definitely bilingual is a plus. So usually if there’s a program 
manager that has a case that is Spanish speaking, we will provide them with a behavior 
technician that is bilingual to translate when a supervisor goes to supervise in the home. Or if 
they need help with parent goal procedures or parent caregiver goal, they’ll either assign it to 
me or my director or someone in the upper up that speaks Spanish and that will work on those on 
those communication skills in Spanish for our families. We don’t have translator so as of right 
now, I’m the only one so that’s why I’m always busy every day. 
You know, especially for the Spanish speaking families, because they don’t know 
(Melanie was referring to the Latinx families that she works with typically not knowing how to 
navigate the childcare resources center and/or how to attain services for their children with 
special needs). And so, I try to provide as much support as I can to my Spanish-speaking 
families. And so, to me, it’s like I found it, I found my niche. I’m giving support and then I’m 
helping my families and helping them how they can communicate better in the home, and how 
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can they facilitate those lessons outside a session. And just recently, a mom sent me a text 
message. Look at what my kiddo said. And the kiddo said, “Mom, I love my new group. I can’t 
wait to come back.” Oh, yeah. So that fuels me that just motivates me.  
I also want to mention that with this pandemic, Spanish-speaking families had to learn 
how to be tech-savvy. They’re not really familiar. Yeah, they’re not very familiar with Zoom. 
They’re not really familiar with computers or technology. And that was a journey for me as well. 
Really going step by step, especially families with Latinas, like the older generation, like the 
grandmother, maternal grandmothers. And so I said, okay, I’m going to teach you I’m going to 
help you so go to the computer, do this and do that. And, and, you know, definitely patience. If 
there is anything that I learned this year is that wow, I am so grateful for the patience. 
I did apply for the ABA program at Cal State. It happened about a year ago. And I got in, 
I was accepted, and that first semester, which was like an eight-week course, I did my best. I 
really, really did my best. But I didn’t meet the baseline that they asked me. And so they kicked 
me out of the program. The reason I was going into ABA was because I need the background to 
continue doing what I’m doing now, but in the ABA component and to get the BCBA 
certification, because with that I can have more knowledge in the area of behavior. And I’ll be 
honest, with a BCBA you can get a salary position not an hourly position because that’s what 
I’m trying to strive for. I’m striving to find a position where I can be salary and have a more like 
a stable income for me. But I remember sitting in in Dr. House’s office because she’s the 
director of the ABA program. She was trying her best to not show any emotion, not show any 
compassion, but I know she wanted to. And she was like, I’m so sorry. You can’t continue. You 
didn’t pass the first class. I think I would have wanted her to handle it with a little bit more 
empathy and more compassion. I’ll be honest, because I felt like if the ABA program had like at 
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least a much better support system, I probably would still be in the program. I probably would 
still be trying to getting a second Master’s getting that BCBA. I think they really need to work on 
their communication skills and support system. That’s my opinion. 
Figure 4.12 
A Self-Portrait (Selfie) of Melanie 
 
I would like to see more Latinas, you know, graduating from master’s program and 
doctoral programs. You know that’s why I’m so happy that you’re getting here, representing us. 
I’m cheering you on. And yeah, I definitely want all of us to succeed. But yeah, if they want to 
keep their students in their programs, they got to find some kind of loophole, some kind of way to 
help them financially. Because if anything, that’s something I am grateful for. Thankfully, Cal 
State had financial aid and I was able to finish my master’s program with financial aid. 
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Otherwise, yeah, it would be like in debt right now. But, um, yeah, if I do want to go back to 
school, it is the financial hurdle that stops me. 
I think that a consejo that I would give my fellow Latinx, Latina, or people of Color, and 
just in general, is don’t give up. Definitely don’t give up. You know, keep fighting for what you 
want. Keep fighting to do what you think is best needed, not only you as an educator, but for the 
best of the families and the child. I’ve learned throughout this whole this past year to advocate 
for yourself. Advocate for those who can’t. And then continue going to school. If you can 
continue getting educated, continue to. You know, read articles, books, anything that’s going to 
help you with your growth. And then, you know, definitely keeping an open mind too. I think 
that’s very important, keeping an open mind learning from others. Try to collaborate, share your 
ideas and work together. Because two heads are better than one and that can make a difference.  
Summary 
Melanie’s yearning to become an early educator was inspired by the obstacles and 
difficulties she encountered as a Latinx first-generation K-12 student navigating the education 
system with disabilities—a hearing impairment, speech delays, and scoliosis. Some of the 
obstacles she encountered due to her hearing impairment, for example, were having to wait a few 
years to be properly diagnosed with a hearing impairment and attaining hearing aids. Moreover, 
her hearing impairment led to some speech difficulties and the need for an IEP. She recalled a 
teacher noticing her speech difficulties and relaying that information so that she could get an IEP 
and receive services for her disability.  
Melanie also remembered the obstacles she encountered as a student with an IEP which 
mandated that she be seated at the front of the class with her teachers facing her. She explained 
that it was sometimes difficult for her to express to her teachers why facing her while they were 
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talking was something she needed to be a successful student. She recalled struggling with the 
power dynamics between student and teacher. She did not want to tell the teacher what to do 
because she felt she was not in a position of power and it felt inappropriate to her. Such notions 
of respecting authority and elders are, according to Valdés (1996), emblematic of the value of 
respeto (respect), which is learned from Latinx families and is carried over to other contexts (like 
school) where they are often misunderstood and can play a role in their academic success. 
Melanie therefore said she “adapted” as best as she could from K-12 to not bring attention to 
herself or be perceived as disrespectful towards authority figures.  
However, the obstacles that Melanie encountered are what fueled her desire to “give back 
to the community.” She recalled that her obstacles were not only experienced by her but also by 
her parents who, as immigrants, were not acquainted with the U.S. education system or how to 
advocate or navigate the services that Melanie qualified for based on her disabilities. She became 
an early educator to help young Latinx children with disabilities and their families. She stated, 
“So to me, working in the sphere of children with autism with special needs is more like a 
personal mission for me because I know what it’s like, not being able to have that much 
resources as a kid.” Thus, Melanie exemplified a strong commitment to serving the Latinx 
community, especially children with disabilities and their families, in order to help them gain 
access to and navigate the resources they might not be aware exist. She remains motivated to 
stay in the field of early childhood education as a social skills provider when families Melanie 
has serviced inform her of the positive influences she has had on their lives. 
Melanie’s counter-story also emphasized the positive influences and support that her 
parents, family, friends, mentors, and professors had on her educational and career trajectory, 
especially as a first-generation student. She said, “Yeah, it’s definitely been a journey. I definitely 
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owe it to my parents. I don’t know where I would be if I didn’t have that strong support system 
that my parents had for me and my brother.” She also shared that a friend originally introduced 
her to child development while she attended community college and informed her of an early 
interventionist career opportunity. Melanie’s friend would later go on to inform her of the 
master’s program in early childhood education at a CSU as well. Melanie’s friend therefore 
played a pivotal role in mentoring and guiding her on career and educational opportunities she 
could pursue. Moreover, though Melanie stressed the academic rigor of her master’s program, 
she also credited her professor’s inclusive, empathetic, and assets-based pedagogies and 
philosophies as a source of support that enabled her to complete and attain her master’s degree in 
early childhood education. 
However, Melanie also recollected struggling during her transition and tenure at her CSU 
because she was not sure what to do or who to go to for advice as a first-generation college 
student. Being the oldest within her family meant that she was also helping to pave the way for 
her younger brother, yet they were both learning on their own as well. Melanie stated that she 
attended community college first and then transferred to a CSU. Once she transferred to her 
CSU, she stated that her experience there was difficult because she was afraid to ask for help and 
also was not aware of all the resources available like tutoring or writing lab. She also expressed 
feeling like she missed an opportunity to become a speech pathologist because she was dissuaded 
by a counselor at her speech services community. She wished she would have not followed the 
misguided advice of her counselor.  
At the time of the study, Melanie was working as a social skills coordinator who focused 
on assisting children with special needs within predominantly Latinx communities. However, at 
the time of the study, Melanie was also navigating and balancing working two jobs at different 
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companies in order to earn a living wage. As a Latina who spoke Spanish, she divulged that her 
Spanish skills were perceived as an asset in her companies and among the community of Latinx 
Spanish-speaking children and families that she was serving. However, she stated that despite 
serving predominantly Latinx communities who speak Spanish, she was the only Spanish-
speaking supervisor and translator at one of her companies. Thus, she was “busy every day” 
because she was, unsurprisingly, needed to supervise and translate for many Spanish-speaking 
clients and cases. 
The consejos she gave were related to Latinx having more access to institutions of higher 
education. She expanded that it was important for institutions of higher education to better 
inform and assist Latinx students financially so they could be recruited and sustained within such 
institutions and earn their degrees. She emphasized the importance of education by accentuating 
that it is important for Latinxs to keep an open mind and keep learning. Moreover, she advised 
Latinxs, Latinas, and people of Color to not give up and to advocate for minoritized 
communities. Lastly, she accentuated the importance of collaborating and sharing ideas—thus 
highlighting the benefits of collectivistic values. 
Reflective Researcher Memos 
Melanie’s participant photography differed and was unique from all the other 
participants’ photography and photo elicitation in that she specified that she wanted to approach 
the photographic process in a different manner. She stated that she wanted to collage and submit 
the collages after each interview instead; she explained, “I usually do it based on what we talked 
about, and I can send it to you after.” Melanie’s process is reminiscent of Holbrook and 
Pourchier’s (2014) collage as analysis and Bhattacharya and Payne’s (2016) arts-based 
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approaches for inquiry because Melanie utilized collages to make sense of our conversational 
interviews and create meaningful art based on various artifacts and photographs.  
Melanie and I also spoke about current events and the SATs and the fact that the 
University of California system had decided to make the SATs optional (Tough, 2020). I shared 
that I was glad they got rid of the SATs because it was a very biased test based on Eurocentric 
knowledge, just like IQ scores. Melanie then shared her struggles with the SAT affecting her 
self-worth and perceptions of her own intellect. Melanie shared: 
     Yeah, yeah, I’m so happy to get rid of it too. Because just adding on to what you said. 
It’s, it just creates a lot of unnecessary stress. It affects the students’ mental health. I 
know it affected me personally, because I thought I was not smart. I was like oh, my God, 
my score, like oh my god, this is terrible. I’m not a good test taker anyways, in general, 
but just looking at the score. It really sabotaged my self-confidence, it really questioned 
my ability. Like, am I a good student? And am I, you know, am I capable? Am I worth it 
to go to college? So I’m so glad. I know when I heard that, I was like, I was so happy to 
hear that because it just creates, like a huge turmoil of feelings, like mixed emotions, you 
know, and it affected mental health at such a young age. Yeah, and it was expensive. And 
then looking at the scores made me feel like I was stupid. 
 
Melanie’s recollection of the SATs and the effect that they had on her own worthiness as 
a learner and academic aptitude was powerful. It accentuated some of the racialized obstacles 
that institutions of higher education perpetuate as being equitable ways to predict future college 
achievement when they work to gatekeep people of Color, such as Latinxs, from institutions of 
higher education. Moreover, it was a testament to the types of conversations that need to occur to 
highlight the ways in which Latinx are often made to feel incapable of being successful in 
institutions of higher education before they even set foot in such institutions.   
Sofia 
Sofia’s Profile 
Sofia is a 45-year-old woman who identifies ethnically as Colombian and was born and 
raised in Los Angeles, California. During our monthly Zoom conversational interviews, Sofia 
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and I would meet early in the morning on weekends; her pet cat often made an appearance, and I 
soon learned that she enjoyed the ritual of morning walks just like I enjoyed my morning runs. 
We would sometimes start off our discussions by enthusiastically sharing that we had 
successfully gone on a walk or run outdoors—a feat in itself because of the poor air quality in 
L.A. The air quality in L.A. was usually unsafe due to the multitude of wildfires that occurred 
during the summer and fall of 2020. However, talking about what hobbies we could still safely 
indulge in during the COVID pandemic lockdown brought a sense of normalcy to the 
conversation at such an unprecedented and strange time.  
Growing up in Los Angeles steered Sofia to attend public schools throughout her K-12 
education. She attended an elementary school in Hollywood until her family decided to move to 
the San Fernando Valley (a city within Los Angeles County) when she was in third grade. Sofia 
detailed that her family considered moving to the San Fernando Valley “an upgrade,” and in 
retrospect she understands that her mother “really focused on like getting me into a good 
neighborhood.” Sofia’s family eventually moved and settled to another part of the San Fernando 
Valley towards the end of her freshman year in high school. The move, however, meant that 
Sofia was to attend a new home-school high school that did not have the best reputation. Sofia 
recollected her mother objecting to her attending the high school with the poor reputation and 
stated, “and so my mom said no” and “she [her mother] ended up getting a permit and I went to 
Crimson (pseudonym) High.” Sofia understood her family was especially worried about gang 
activity and teen pregnancies while she was in high school and said they were proud when she 
accomplished graduating from high school without becoming pregnant. Sofia shared that she was 
not sure about her career path right after high school, but her parents’ sentiment was, “Okay, 
well, that’s fine. At least you graduated high school and you’re not pregnant, good for you.” 
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Going to college was something that Sofia’s parents stressed since she was young, so she 
knew she wanted to go to college. However, navigating the process of getting into college was an 
obscure path for her and her family. Sofia stated, “my parents wanted me to go to college. [But] 
they did not know how really, they didn’t know how to navigate the system. Which I think a lot of 
our parents, our Latino parents don’t.” After high school, Sofia attended a community college to 
take the general education courses she would need after she transferred to a CSU. Sofia 
subsequently became the first in her family to go to college. At the CSU, she earned her 
bachelor’s degree in Child Development, her teaching credential for elementary-aged students, 
and her master’s degree in Elementary Education. Sofia credited the time she spent learning and 
working at her college’s lab school and the guidance of her mentor teacher as contributing to her 
decision to specialize in teaching Kindergarten-aged students. While teaching Kindergarten, 
Sofia pursued and received her national board certification. 
At the time of this study, Sofia was in her 24th year in the field of early childhood 
education. She has taught preschool through second grade, but the bulk (20 years) of her 
teaching experience has been as a Kindergarten teacher. She currently works as a Kindergarten 
teacher at a charter school located in the city of Los Angeles. At the time of the study, it was her 
18th year of teaching at her current school site. She stated that one of the reasons she became an 
educator at her current school site is because of the charter school’s mission to help support first-
generation students on their journey to being college-bound. Sofia elaborated that such an 
emphasis on supporting first-generation college-bound students resonated with her “because I 
was a first-generation college-bound kid and I was just completely lost.” 
According to Sofia’s charter school network data and facts located in the network’s 
website, the network is comprised of eight different campus sites, being a PreK-12 charter school 
 
124 
system. Of the more than 3,000 students enrolled in the charter school system, 95% are Latinx, 
96% qualify for free or reduced priced lunch based on their family income, and 75% enter as 
ELLs. Lastly, the charter system reports that over 97% of their students end up graduating from 
high school and 92% of their high school graduates subsequently enroll in college. 
Sofia’s Counter-Story 
Looking back on it now, I realize my mother really focused on getting me into a good 
neighborhood. And it wasn’t until we moved to Mission Hills, I think the school that I was 
supposed to go to is either Kennedy or San Fernando High. And my mom was said no. The 
reputation for sure. She said, “I don’t want you pregnant/knocked up.” And she ended up getting 
a permit and I went to Crimson (pseudonym) High which is clear across the San Fernando 
Valley. I think about it now. Yeah, that was a far drive. And I remember, my dad would get on 
the freeway at 6:30 in the morning to drag me to band practice on Tuesdays and Thursdays. So, I 
mean, I look on it now. And, wow, that’s a lot just to make sure that I got some opportunities. 
And it was there that I realized not only just lack of representation of teachers but also of 
students. There were not too many Latino kids there. Now off the top of my head, I can’t 
remember any Latino, Latina teachers there either. And even in college, I don’t really remember 
any. Um which, looking back on it now. Wow, that’s, that’s so sad. But yeah, it’s just very few 
and far, very few teachers that I connected with, in general, that I wanted to have in my life, or 
that I sought their mentorship or their advice.  
And my parents wanted me to go to college, they did not know how really. They didn’t 
know how to navigate the system, which I think a lot of our parents, our Latino parents don’t. 
But neither did I, they just knew that I needed good grades. And for me to not get pregnant and 
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graduate high school—I had made it in their eyes to tell you to tell you the truth. And that I was 
smart enough and using my smarts I was going to figure out how to apply and to get into college.  
I can tell you, I remember taking the SAT tests the week of the Rodney King trial riots. 
And Mayor Reardon of LA had put us on a curfew. So kind of like Garcetti put us on a curfew 
during the Black Lives Matter protests. So really didn’t study that great, but then also too just 
the tension in the air during that time. But definitely this test, kind of is going to dictate what 
opportunities are going to be available for me and I didn’t do great. So I’m glad to hear that 
they’re gonna get rid of it or start phasing it out or whatever. Because I think it’s kind of just an 
old antiquated way of not giving people an opportunity already from the beginning. 
Figure 4.13 





I think my first mentor was at my job. When I was working at LAs Best. I was going to 
school, College of the Vines. And it was my boss, my supervisor, Sandra Mejia (pseudonym). And 
she was also a child development major at Northridge. She was eight years older than me. But 
she was seen as a leader in our school community. And she just took me under her wing without 
me realizing that she was being a mentor. And then she introduced me to another teacher who 
was working in the after-school program, and his name is Matt Truth (pseudonym). And he was 
he was the one that told me about the LA Unified intern program and this is how you can get 
your teaching credential. And I was like, are you kidding me? It was a teaching credential for 
free? Are you kidding me? And that kind of gave me the momentum and the structure that I 
needed to kind of pursue it.  
My M.A. is in elementary education. Started with twelve, I think nine of us passed. And 
out of the nine, six were men and there were three women. And I was the only Latina. And if you 
know, that just kind of was a little kind of glaring at that moment. And Dr. Brand (pseudonym) 
hooded me. She was a mentor to me and she talked about national board certification. And she 
just kind of put the seed in my head because I kind of knew that I wanted to further my education, 
but I knew a Ph.D. process and the doctoral route wasn’t really what I—I didn’t know much 
about it.  
And so a lot of it scared me, but I liked this national board process especially because  
I’ll be honest, it was the money involved. Which is the quickest bang for your buck is what I tell 











And yeah, so she was definitely—Dr. Brand was one of the first people I told, even 
though I hadn’t seen her in years. She was still available via email, always communicating with 
her via email. Like hey, I’m interested in pursuing this and do you think I can do it? You know, 
always the doubt. And she’s like, go for it, go for it. So always very curious and interested in 
what I was doing professionally. She always was very proud that I was still in Kindergarten 
because that’s a very unique it’s a different beast altogether. 
I just feel like universities talk a lot of theory. And I don’t know, I mean, I haven’t been in 
school in a long, long time. So I don’t know how that’s changed. But, I kind of wonder, are they 
just doing the same syllabus that they were doing, four years ago, five years ago? And so I think 
schools need to do more of getting students very early on into the field to observe kids to really 
learn. But I think the whole idea of mentoring Latinx educators, or Latinos/ Latinas. Especially 
because that is a group, that unfortunately, is more socially disadvantaged and where you’re 
going to see more job postings and openings are going to be in Title I schools. And if you don’t 
have anything to compare it to, you’re gonna burn out pretty quick, or you’re going to be in for a 
rude awakening. 
I think it’s important that universities really revamp how they teach adults that are going 
to work with children no matter what age. Especially providing an ethnic studies component. It’s 
important for me to get the titles of characters of where my kids see themselves. That they are 
Latino, they have Latino names. They’re bilingual books, and even though I teach in English, I 
try to teach the parents that it’s okay for you to read to your child in Spanish. Don’t worry, it’s 






Sofia’s Student Engaging in a Fabric Activity in Her Kindergarten Classroom 
 
And just kind of really focus more focus on the social emotional pieces of children’s lives. 
Because now kids don’t really come from a nuclear family. And I have told my principal at my 
school and I’ve been very vocal about schools needing nurses and librarians. Especially in Title 
I schools and socioeconomically disadvantaged communities, they need social workers on staff. 
And maybe, parent partners to teach parenting skills, that kind of thing. I feel like universities or 
colleges need to do a much better job of explaining to teachers the social emotional piece and 
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how to relate that information to parents. Because I think a lot of our parents are really focused 
on the academics, especially with Latino parents who either did not come to school here, they’re 
not familiar with the system. For example, so many of our students in Title I schools are going to 
have an ELD level—they’re English language learners. So explaining the LPAC and all the 
levels and why we want them to reclassify by fifth grade or middle school, the latest - why it’s so 
important. And some of our parents, when I teach kindergarten, some of my parents actually 
went to high school in LA Unified—so they did not have a really good experience. Especially if 
they went to a Title I school or a school that’s really overcrowded like Belmont High, when 
you’re one of 3,000 students. 
But I think, if you really want more childhood educators then bare minimum pay for their 
BA. Get a straight route—you need to take these classes, offer summer school, offer online, be 
flexible of how you offer courses. And teachers have to promise giving three or four years of 
their time, kind of like the intern program. And then I’d be curious to see if the turnover rate 
lessens.  
I think the profession itself needs to be elevated into getting a credential. But 
unfortunately, it’s also left to the teacher to take those units on their own time and on their own 
dime, which I think is really unfair. It’s expensive—schooling is expensive, just the salary or lack 
of salary for early childhood, So I think, the profession—whether it be school districts at the 
state level, at the county level—they need to step up and need to start creating these mentorship 
programs. Because teaching credentials are incredibly expensive. And yet, they’re just as 
expensive as getting a master’s degree. And yet, having it, just that prestige of getting a 
credential is not there. It’s not the same as getting a master’s degree. Right? But elevating the 




Sofia’s Students Enjoying Unstructured Outdoor Playtime 
 
You definitely want to make sure that you are recruiting teachers and that you are giving 
them the resources early on. Because no one taught me about getting good sleep. Our culture’s 
like work, work, work, work, and always being busy. But it’s also no. And also staying late at 
work, you have to choose a day or two when you’re coming early or are you staying late, but you 
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can’t do both. You definitely can’t be going into work on the weekend. I used to do that my first 
few years of teaching, but you just are going to burn yourself out that way really quick. You have 
to have a good diet. I’ve seen so many teachers with coffee. I had to stop drinking coffee because 
of all the caffeine. Your diet, you have to drink water. And exercise, you have to find something 
because you keep your stress in it. Find something that it’s either yoga or running. And if 
running is not good for your knees, take long walks and be intentional.  
And to keep learning and to advocate for yourself. Like I took a leave from work. I just 
felt—I think I told you, my mother had passed away. Um, and just the summer break that we had 
wasn’t really a time to rejuvenate and go anywhere. I wasn’t sleeping at all and I just kind of 
had to take a pause and just say to myself, okay, I, I can’t do both things, I have to first take care 
of myself before I can figure out what this distance learning is. There’s just so many 
uncertainties, which doesn’t help during this COVID time. Like losing a parent and all that stuff. 
And I don’t know how long I’ll be off. I don’t know if it’s like six weeks, eight weeks, three 
months? I don’t know. But everyone I’ve spoken to, my coworkers and my principal, everyone’s 
been really supportive. They’re just like, do it Sofia. That’s definitely something that I was 
thinking about. Especially Latinos and just always working. And what is self-care? And what 
does that really mean? So I’m like what is what is the judgment? What is the fear?  
Summary 
Sofia’s counter-story began with her recollection of the ways in which her mother and 
family were cognizant of the reputations of the local school sites around their neighborhood. Her 
family thus made sure to move to “good neighborhoods” and attain schooling permits to have 
Sofia attend schools farther away so as to ensure Sofia had access to school sites with a better 
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reputation. Sofia elucidated that at the high school that she attended (where she had attained a 
permit to attend), she noticed that there was a lack of Latinx students and teachers.  
When it came to Sofia’s transition into college, she divulged that because she was a first-
generation college student, she and her parents were unaware of how to gain acceptance into or 
navigate college. Despite their unawareness, Sofia emphasized that her family did stress the 
importance of Sofia attending college. Sofia also spoke about how one of her challenges with the 
college process was taking the SATs. She explained that she construed the SATs as “definitely 
this test, kind of is going to dictate what opportunities are going to be available for me and I 
didn’t do great.” Her SAT exam, however, occurred during the 1992 Rodney King trial riots in 
Los Angeles and when the city was on a curfew, just as it recently was during the Black Lives 
Matter protests. Sofia explained that she felt like she did not score as well as she wanted to 
because she felt she did not prepare for the exam that well and the context at the time was tense.  
The positive role that mentors and mentorships had on Sofia’s academic and professional 
early childhood educator trajectory was also apparent through her counter-story. Sofia credited 
her first supervisor at LAs Best (an afterschool enrichment and recreation program for Los 
Angeles K-12 students) with being her first mentor. Sofia would later go onto meet another 
mentor who encouraged her and informed her of the LA Unified internship program and how it 
was one route she could take to earn her teaching credential. While Sofia was earning her 
Master’s at a CSU, she also recognized one of her professors, Dr. Brand, with mentoring her and 
encouraging Sofia to pursue her national board certification. This advice would eventually lead 
Sofia to attain her national board certification and earn the maximum salary at her current school 
site. Sofia vividly recalled staying in touch with her professor after graduation and her professor 
being invested in her professional pursuits.  
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Sofia had many consejos for early educators, teacher education programs, and the field of 
early childhood education. For early educators, Sofia advised early educators to prioritize and 
take care of their own physical, nutritional, and mental well-being in order to be able to better 
serve their students and families. She also emphasized the importance of early educators learning 
to advocate for themselves and their overall well-being by communicating what their needs are 
(such as time off) to their administration team.   
For teacher education programs within universities, Sofia felt like universities 
emphasized theory over practice too much. She encouraged universities to change their syllabi 
and curriculum to include the importance of practicum coursework and giving preservice 
teachers the opportunity to experience and engage in some hands-on learning and child 
observations. Along the same tangent of syllabi and curriculum, Sofia also stated that she felt 
universities should stress an ethnic studies component within the curriculum and coursework. 
For example, she felt that it was important for teachers to be knowledgeable of the importance of 
children, in particular Latinxs, seeing themselves in the books that are being read to them. Sofia 
stressed the value of teachers demonstrating an assets-based approach when it came to 
supporting students and their families—for instance, by encouraging families to talk to and read 
to their children in Spanish at home. 
Sofia believed the field of early childhood education could better support Latinx early 
childhood educators and their Latinx students by facilitating more access to emotional and other 
support systems, such as staffing additional nurses, librarians, social workers, and parenting skill 
coaches. Sofia argued that though there is an emphasis on academics among the Latinx 
communities, it is also important to acknowledge other factors that influence students’ academic 
achievement, such as parenting styles and equitable access to social workers. Sofia’s call for 
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parenting coachers was interesting, and I had wished I could have prodded Sofia a bit more on 
what she meant by this and give examples of what she imagined would occur with parenting 
coaches. While conducting a member check, though, Sofia clarified what she meant by parent 
resources and parenting coaches. She detailed that her school refers parents to an organization 
that provides myriad services aimed at breaking the cycle of intergenerational trauma on 
families. Thus, for example, the organization coaches caregivers with the goal of empowering 
caregivers to see themselves as capable of guiding their children’s behavior, learning, and play.  
Sofia also urged the field of early childhood education to create more mentorship 
opportunities for Latinx early educators if it was serious about recruiting and sustaining them as 
early educators. She stated that mentorship was especially important for Latinx early educators 
who are committed to serving Latinx populations because, as a group, Latinxs are more likely to 
be “socially disadvantaged” and there are more likely to be “job openings in Title I schools.” 
She explained that without mentorship, Latinx early educators serving predominantly Latinx 
communities are likely to “not have anything to compare it to” and are more likely to “burn out 
pretty quick, or you’re going to be in for a rude awakening.” 
The field of early childhood education also, according to Sofia, should also incentivize 
more early childhood educators of Color, especially Latinx, to enter the field by paying for their 
undergraduate education as long as they commit to serving for 3-4 years as an early educator. 
Lastly, Sofia also expressed the need for the field of early childhood education to elevate the 
field itself by requiring early childhood educator credentialing. However, Sofia also said that the 
burden of attaining a credential or a degree in early childhood education should not be placed on 
preservice educators in teacher education program. She elaborated that the “lack of salary for 
early” childhood educators also had to be simultaneously addressed if the field was to require 
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credentialing. There thus needs to be an elevation from wages to salaries for early childhood 
educators if credentialing is to be expected and mandated by the field. 
Reflective Researcher Memo 
Sofia’s veteran status, 24 years in the field of early childhood education, enabled her to 
share unique insights and advice for early childhood educators, teacher education programs, and 
the field of early childhood education. Some particularly unexpected advice that Sofia had for 
early educators was that they engage in self-care activities to prioritize their own well-being, 
such as their own physical and emotional well-being, and communicate such needs by 
advocating for them to administrators/supervisors (Christian-Brandt et al., 2020; Nicholson et al., 
2019).  
Another consejo that Sofia suggested was for teacher education coursework to focus on 
equity, justice, and culturally sustaining pedagogies (Paris, 2012) within teacher education 
programs. She felt, for example, that Latinx children need to be read books that showcase Latinx 
children. Sofia’s suggestions for teacher education programs aligned with Bishop’s (1990) 
argument that books can become windows, mirrors, and sliding glass doors. Therefore, books 
that showcase Latinx children and communities can become “mirrors” for Latinx who sparsely 
see themselves reflected within children’s literature (Huyck & Dahlen, 2019). Sofia also 
suggested service-dependent sponsorship programs for early childhood educators, which reflects 
one of the most effective ways of recruiting and retaining teachers of Color (TOC)—establishing 
service obligations, whereby TOC “repay” the cost associated with their preparation by working 
at “hard-to-staff” schools for a number of years. This has been documented by Carver-Thomas 




Sofia encouraged teacher education programs within universities to stress the importance 
of practicum coursework. She also urged the field of early childhood education to create more 
mentorship opportunities for Latinx early educators who will serve predominantly Latinx 
communities. She explained that without mentorship, Latinx early educators serving 
predominantly Latinx communities are likely to teach in Title 1 schools (schools that 
predominantly serve low socioeconomic status communities that receive federal funding to 
support academic achievement) and will “not have anything to compare it to”; as a result, they 
are more likely to “burn out pretty quick, or you’re going to be in for a rude awakening.” Thus, 
Sofia’s advice for teacher education and the field of early childhood education align/ed with 
previous studies that have found that practicum placements within teacher education programs 
mostly serve within White communities because they are regarded as being better quality (Souto-
Manning, 2019). Such notions of quality, a favoring of placements in White communities, and 
the absence of practicum field sites that serve minoritized groups, such as Latinxs, perpetuate 
racism and stereotypes, whereby minoritized communities are “positioned as a problem by 
teacher educators” and is “symptomatic of how teacher education is implicated in the re-
production of racism” (Souto-Manning, 2019, p. 110).  
Vanessa 
Vanessa’s Profile 
Vanessa is a 27-year-old woman who was born and raised in Los Angeles, California, 
though she primarily grew up in the San Fernando Valley section of Los Angeles. Her mom was 
from Tijiana, Mexico, and her dad is from El Salvador. She is a native Spanish speaker and a 
first-generation college student. As I got to learn more about Vanessa throughout our monthly 
Zoom chats, I soon learned that she is also an avid athlete who has participated in a variety of 
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sports since she was a young child. In addition, she was the youngest of her other two siblings 
and she was in the midst of applying and trying to become an early childhood education center 
director (a professional goal for her). 
Vanessa originally dreamed of attending college outside of California and her dream 
university was actually in Hawaii. However, just before she was due to begin college, she soon 
realized that she (a) did not have the financial aid necessary to move to Hawaii for college, and 
(b) her mother’s cancer had come back. She recalled making the decision to stay home and close 
to her family so she could support and care for her mother and father. Vanessa said her oldest 
brother was in the Navy and her older sister had already started her own family, so she felt 
responsible for caring for her family. Vanessa thus opted to attend a local community college 
instead of fulfilling her general education requirements needed to transfer to a CSU. Vanessa 
knew that she wanted to work with children since she was a young child because she would often 
accompany her mother when she was a nanny, which she said gave her a glimpse of what 
working with children would be like. However, Vanessa’s father objected to the idea of Vanessa 
majoring in child development and instead mandated she choose a major which, in his eyes, 
would bring her more financial security—like business. Vanessa recalled being miserable taking 
her business general education classes but also being too afraid to challenge her father’s 
decision. It was only after Vanessa’s mother intervened and spoke with Vanessa’s father that 
Vanessa felt free to choose a major in child development. Unfortunately, 2 days before Vanessa 
was set to walk for her community college graduation ceremony, her mother passed away from 
cancer. Vanessa detailed that walking during that ceremony was one of the hardest things she has 
had to do in her life, but she walked to honor her mother. Vanessa would go on to transfer to a 
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CSU to receiver her a bachelor’s in Child Development and her master’s in Early Childhood 
Education.  
Currently, Vanessa works with family childcare providers around Los Angeles County 
who are looking to improve the quality of their early childhood education programs at home. For 
instance, Vanessa acts as a guide to the family childcare providers (or “providers,” as she often 
referred to them) by working with them on how they could improve their home environment and 
language modeling. Vanessa elaborated that early education quality assessments such as the 
Family Child Care Environment Rating Scale (FCCERS) and Class Assessment Scoring System 
(CLASS) were guides used to indicate how the quality of the family childcare programs could 
improve. Research-based assessments such as FCCERS and CLASS are increasingly being 
adopted across the United States to serve as part of states’ Quality Rating Improvement Systems 
(QRIS) to better inform the quality of early childhood education within their states.  
Due to the COVID pandemic, Vanessa’s responsibilities at work have understandably 
shifted a bit, though. She elucidated that she was no longer required to go in person to the centers 
she supported. She added that some of the centers she worked with had closed while others 
remained open only for the children of essential workers. Her responsibilities as a support system 
to family childcare providers had completely shifted from face-to-face to online, and she was 
now providing support to the providers through digital platforms such as Zoom. For example, the 
family childcare providers would show Vanessa tours of their centers’ environment via Zoom so 
they could receive feedback. Vanessa explained that trying to stay true to FCCERS during the 
pandemic was especially difficult due to the rules of six feet of social distance. She expanded 
that one of her primary duties for work had become to assist in creating the Creative Cloud 
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curriculum that family childcare providers could utilize during the pandemic to access 
curriculum ideas, resources, and tools they can use with their students’ families. 
Vanessa’s Counter-Story 
I’m a product of L.A.U.S.D. the whole way. We used to live in North Hollywood. And 
then we move to Canoga Park. And so she (Vanessa’s mother) started looking at the schools like 
ahead of where I was. And she said, you’re going to end up going to Canoga Park High School 
and it’s not happening. She didn’t like it at all. So she was a housekeeper for families in 
Woodland Hills. So she asked them if she can borrow their address to put me in the better 
schools. So they finally accepted me. I was in fifth grade. So I was a new girl in fifth grade. So 
that was really intimidating because everyone already knows everyone.  
I was always one of the few Hispanics in my school, like from fifth grade to twelfth grade. 
I was very outnumbered. So, like I remember one time, I was so sad because I got called out that 
I was cheating. And it was like in fifth grade because I’ve always loved to read so it’s just always 
been in me. And like school you have to be good at it—there’s no option. So I was just good at 
school. So I remember one time I got like a perfect score and like no one else did. My teacher 
called me out on cheating. She called my parents and she’s like, there’s no way that she got this 
perfect and all this stuff. And my dad’s like, well, she’s always been in magnet like she’s always 
been in gifted. This is the first time she’s not because you guys don’t have that option. So she’s 
like it’s just not possible for her to read at this grade level. And then she’s like especially coming 
from ESL. And then my dad was like, she was never in ESL. I was like, what’s ESL? I didn’t 
know what that was. And then she’s like, well, it’s just [a] given because both of you don’t speak 
English very well. And so I’m assuming, like, where does she learn her English from? And then 
he’s like, she has two older siblings and she’s always been in school. So he’s like are you 
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accusing my daughter of cheating because we’re immigrants and we don’t know the language 
that well? And it was just a big fight. So ever since then I always felt like, I just needed to kind of 
prove myself because of how outnumbered I was and how people didn’t think that I was capable 
of being intelligent or like doing good. So I was like, no, because, you know, we have such a 
stereotype of us not being good in school or being lazy, or whatever. It was now saying no. I 
think that’s what pushed me since the beginning. I’m gonna shut the world up. I was so hurt that 
she thought that I was cheating. Like, she was really questioning my intelligence. 
I think that’s the first time I ever experienced like racism. So that’s what my mom gave 
me the talk that I was just different at that school. Because obviously like in Canoga Park and in 
North Hollywood, like everyone looked like me. But here everyone—I was sitting next to people 
with blond hair and blue eyes. And I’m like this is different. Yeah, so my mom gave me the talk. 
And she’s like, I’m just so sorry to tell you, but from now on, you’re just always gonna have to 
push a little more than what you’re used to. And I was like, but why? Like, I didn’t understand. 
Why do we get treated like this? And as we started getting a little older, I started experiencing it 
a little bit more. Like you’re a smart Latina, like how? I don’t understand how someone with 
blond hair, blue eyes - it’s normal for them to be smart. But I’m smart and it just gets looked 
down upon. I think that’s why I also pushed for higher education—to beat the stats. I was like 
forget this. I am not getting treated like you know. Even now when I tell people that I have my 
master’s, they’re like what? I’m like yeah—like what? Like it’s hard? 
Community college was never in my plan at all. But it was my mom’s cancer that kept me 
at home. So my mom is my biggest inspiration and she’s the reason why I’m in the field in the 
first place. Because growing up, I knew I wanted to be in the field, especially because she 
worked as a nanny and a housekeeper. So she would take me, because we couldn’t afford 
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childcare. The people she worked for, were nice enough to just always kind of like accept to have 
me around. To pass my time I would play with the children as well. And I kind of just knew that I 
wanted to be a teacher in the field. And then I started community college, but my dad didn’t 
agree with me being in education because of the money, the salary. So I started my career as a 
business major, to make him happy.  
Figure 4.17 
Vanessa’s Honoring Her Mother Through Her Graduation Cap 
 
And I was taking classes like finance and accounting and I was miserable. It just was not 
for me and my mom literally told me that I was going to be the one waking up every day going to 
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work, and I had to be passionate about my field. So she’s like, you need to go change your major 
because I know what major you want to be in. And she’s like, I’ll deal with that conversation 
with your father later, but I want you to be happy. So I changed my major and I became a child 
development major. But during all that time, she was battling cancer. And then unfortunately, 
she did pass away in 2014. During that semester I was going to transfer to Cal State (redacted), 
I was finishing my last GE’s (general education courses) and I was about to graduate and cross 
the stage for community college. I didn’t want to because I didn’t think it was a big deal, but to 
her it meant everything. So she’s the only reason I walked. I was like, I don’t want to walk. It’s 
like wait for Cal State and she’s like, no, like, just walk. And unfortunately, she didn’t make it. 
She passed away two days before the ceremony. But I still walked.  
It was the hardest thing I’ve ever done. But I still walked in her honor. And that’s why I 
continue. She’s the reason why I feel that I’ve gotten so far like doing my BA and then earning 
my master’s too. Like my whole thesis is dedicated to her. She’s the reason like why I decided to 
be in this field, because if she wouldn’t have stood up to me. It’s kind of like being in the 
Hispanic culture—you don’t really stand up to the dad. So if she wouldn’t have helped me build 
that courage, I don’t think I would have been in the field because I don’t know if I would have 
gotten the courage to stand up to my father.  
And then once I was leaving community college, I was in this program, it was called 
PECE (Pathways in Early Childhood Education) at the time. It’s like a child development grant 
program. It was at Arrow College (pseudonym) and all the mentors are basically from the 
master’s program. So they started like this mentorship, where basically they mentor you and help 
you. They give you workshops and help you apply for your permit. You meet with them one on 
one at least once a month or twice a month. And they help you with your transcripts. They tell 
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you what classes to take. They basically like guide you. And so my mentor was like, what’s the 
plan? Where do you want to transfer? So they help you with your college applications as well. 
My mentor is Hispanic so obviously you feel that connection with because she did know what I 
was talking about. I’m first-generation and she’s like, so am I, like, I know. The only difference is 
that she was a mom, like while doing it. My mentor, I still have contact with her till this day like 
we text, we email. But I think I was 19 when I entered the program, so from 19 all the way from 
community college, and she went to my bachelor’s graduation and my master’s graduation. So 
she’s a huge inspiration as well.  
Figure 4.18 




I definitely felt like I just blended in at Cal State. There was a lot of, well, first, because 
our field is so full of women. All my classes are full of girls and then in our cohort there were a 
couple of Hispanics. So I just felt like I was okay. I’m meant for this. This is right. So I felt at 
home there. So I stayed home for that and then I was still in the program, the PEACE program. 
So it transfers to Cal State, so if you go to Cal State, you’re still allowed to be in that program. 
So I was meeting with my mentor. I would go to Arrow College and still meet with her. Like 
graduation was approaching for my BA and she’s like, what are your plans? I’m like, oh, I’m 
gonna take a year off. Like, I know, I want to get my master’s—it’s always been in my head. But I 
was really scared because I’ve never known anyone personally, like only professors. And I don’t 
know what to what it takes to get your master’s—what you have to do. Like if I’m even qualified 
for it. So she’s like, no, like you should apply for your master’s. And I was basically telling her 
that I wanted to be a teacher and then work my way up to director. She’s like, oh, I know the 
perfect program. That’s when she told me about Dr. Candice. And she told me about the 
program. She said, I think you should apply. No year off. So I did it. And then I met Dr. Candice 
and Dr. Jess and then I completed that. And I was terrified. Yeah, so it’s like, I’m literally the 
first person I know that’s gotten a masters personally. And I’m the first in my family. 
Dr. Candice, she was probably my rock during the whole thing because, of course, she’s 
like our first professor for the first semester, she has us for the whole six hours. And it’s kind of 
like she says, it’s all about relationships, relationships, relationships. So I felt that building that 
relationship with her, truly made the process a little bit more supportive. I love how she didn’t 
discourage us because I would get twelve sentence papers and everything was red. I was like, I 
can’t do this. Like, there’s no way. But I like how she phrased it that it’s not criticism—it’s love. 
Like it’s love for you to get better. So that changed everything for me, that shifted my thinking. 
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It’s like no, it’s just improvement. It’s like she’s coaching us through this. Like I have so much 
respect for her. So for her to see that she thinks that I’m capable of like completing a thesis or 
completing this program. I’m like, okay, I can do this. And then Dr. Candice has written letters 
of recommendation for me and she lets me read them. And then I’m just like, if she says this 
about me, how do I not believe in myself? So just definitely seeing other professionals believe in 
you. So it’s kind of like a domino effect. Like we get inspired to inspire others.  
So right now I do work with family childcare. But if I am going to be honest with you, it is 
showing me that I don’t want to be working with FCCS (Family Childcare Services). I admire 
what they do. But it’s just not where I want to be. So I am—I know applying for jobs during 
COVID is not ideal—but I’ve been applying to more administration, more preschool setting jobs. 
It was a good experience to have an interview because I haven’t interviewed in a while. It wasn’t 
exactly a director position, like, ideally I want to do like 100% directing. They asked me about 
like the performance standards of Head Start and to pinpoint some of them. So it was a good 
experience. The only thing I was a little hesitant about was that they said they probably wouldn’t 
match my pay. So that’s definitely something I’m not looking forward to getting—a pay cut. 
Yeah, it definitely something that you really have to think about because it’s like, you want all 
these qualifications. You want like preferably master’s degree and you want a permit, and you 
want administration units and you want all these units, and then they give you the salary and 
you’re like you asked me for so much and that’s what you’re gonna give me? I know you get paid 
way more in private and all that. But I’ve been there. I’ve done private. Like I’ve worked in 
Calabasas. And my heart just wasn’t in it. No, I just felt like this is not where I belong. 
I think the biggest take I can give advice would be that there’s no setbacks. It’s like a 
bump, just to get over that hump. And not look at it as you’re taking a step back. Yeah, I think, 
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also as people we don’t know how resilient we can really be, or how resilient we really are. So I 
just think just believing in yourself, even though as cliche as it sounds. It’s just like you don’t 
know what you’re capable of. Because when I talk about my story now, I’m just like, how did I 
go straight eight years without taking a break when I was going through so much? It’s kind of 
like Dr. Candice says, she talks about relationships. I know, Dr. Candice advocates for that a lot. 
She’s like, relationships are what gonna build you because you don’t know. I feel like, at the end 
of the day, this field, no matter how many of us are there, like our field is so small. Because I feel 
like everyone is just connected to everyone somehow. So it’s so important for relationships, 
because you never know what opportunities are going to open up. And also, the biggest advice I 
got from her that I take on a lot I always hear her is just say yes. Like when an opportunity opens 
up, just say yes. No matter how scared you are, you’re being offered this opportunity for a 
reason. So just go for it.  
Summary 
Vanessa’s counter-story placed an emphasis on her mother and her mother’s support and 
advocacy which ultimately led Vanessa to pursue a career in early childhood education. The 
beginning of her academic trajectory was paved by Vanessa’s mother who, as a housekeeper, 
borrowed her client’s home address to enroll Vanessa at an elementary school with a better 
reputation than her home school.  
This led Vanessa to attend a school where there was a prominence of White people but 
lack of Latinxs like herself. She elaborated on an incident when she was accused of cheating by 
her fifth-grade teacher because she earned a perfect score on a reading test. To Vanessa’s 
teacher, it was unimaginable that Vanessa could attain such a high score. Her teachers had 
assumed Vanessa was not sufficiently proficient in English, and therefore was not capable of 
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reaching that perfect score on her own. She also assumed that Vanessa’s parents lacked fluency 
in English. Vanessa credited that incident with helping her to realize that she had to push herself 
to overcome the stereotypes of Latinx not being good at school or being lazy. That incident led 
Vanessa’s mom to have to explain that Vanessa needed to excel and challenge herself to be the 
best in order to avoid people questioning her capabilities. 
Vanessa’s mother was later diagnosed with cancer while Vanessa was starting to 
transition from high school to college. Originally, Vanessa intended on leaving home to attend 
college, but because of her mother’s cancer, she decided to stay home so she could be 
supportive. While in community college, Vanessa’s father had advised Vanessa to pursue a 
finance degree because it would be a more economically rewarding career. However, Vanessa 
struggled during her finance degree classes. Vanessa’s mom noticed how unhappy her daughter 
was as a finance major and consequently advised Vanessa to switch her major to an early 
childhood education major while she attended community college. Vanessa’s mother also helped 
face Vanessa’s father and inform him of Vanessa’s right to decide her career path. Vanessa 
explained that informing her father was a challenge because “It’s kind of like being in the 
Hispanic culture—you don’t really stand up to the dad.” Vanessa stated that her mother 
motivated her to build the courage to stand up to her father and that she did not know if she 
would even be in the field without the courage of her mother. 
While on the verge of graduating, Vanessa’s mother unfortunately passed away 2 days 
before her community college graduation ceremony. Vanessa said she chose to walk, despite not 
wanting to, to honor her mother. With the absence of her mother, Vanessa relied on informal and 
formal mentorships to guide and sustain her as a student in teacher education programs. For one 
formal mentorship, Vanessa mentioned her mentor from an early childhood education program 
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who guided her after her undergraduate studies to apply for a master’s. Her mentor continued 
guiding her through her master’s program and they still keep in touch. Vanessa then mentioned 
the mentorships she received from her professors in the master’s program. She remembered her 
professors showing empathy while giving feedback on assignments and also believing in 
Vanessa as capable and full of potential.  
As of the time of this study, Vanessa worked with family childcare services as a quality 
monitor. However, her ultimate goal is to become a preschool director. In the midst of the 
pandemic, she is endeavoring to search for a new position as a preschool director. She disclosed 
that, at the time of the study, she had gone through the interview process for a director position at 
a Head Start preschool. She described being interviewed for such a position and being aware that 
she would have to concede to a pay cut in her salary if she took the director position at Head 
Start. But she also expressed frustration that she would have to accept a lower salary, given the 
myriad requirements she needed to meet to attain the position (master’s degree, administration 
units, etc.). She acknowledged that she knew she could earn a higher salary at a private 
institution, but felt like her “heart just wasn’t in it” and “like this is not where I belong.” 
Vanessa’s consejos for early childhood educators centered on advising early educators to 
acknowledge themselves as capable and resilient as well as able to overcome the obstacles that 
they encounter during their educational and professional trajectories. She also emphasized the 
importance and benefits of forming collaborative relationships and networks with other early 
educators, just as her mentorship relationships were vital supportive relationships for her during 
her journey to becoming an early childhood educator. Lastly, Vanessa encouraged early 
educators to “say yes” to opportunities in order to gain more expansive knowledge and 
experience in the field of early childhood education and to grow one’s professional network. 
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Reflective Researcher Memo 
While interviewing Vanessa, I was drawn to how much she lovingly mentioned her 
mother’s influence on her career and her decision to become an early childhood educator. I too 
am very close to my mother, so I understood Vanessa and her mother’s relationship. The 
dichotomy between her mother’s approval and her father’s disapproval on her career was also 
fascinating. Her mother not only fueled her initial interest in becoming an early educator, but her 
mother also ultimately defended Vanessa’s passion and right to pursue a career in early 
education to her father. Vanessa’s experiences seemed to echo the difficulties in navigating the 
complex, traditional, and strongly defined gender roles within Latinx families. 
Vanessa’s mother’s ability to notice her unhappiness and yearning to pursue her passion 
in early childhood education ultimately led her to acknowledge and show Vanessa that it was 
okay to challenge her father’s wishes. This was reminiscent of what Collins (1991) coined as 
mother-daughter pedagogies, which were defined as the “teaching and learning that occurs 
between mothers and daughters of Color” (p. 673). Mother-daughter pedagogies are complex and 
wrought with contradictory tension because they simultaneously teach daughters to conform to 
structures of oppression (as a survival mechanism) while also teaching them to not be submissive 
in their own oppression (Collins, 1991; Villenas & Moreno, 2001).  
When Vanessa recalled experiencing racism from her teacher when she was in the fifth 
grade and attending a predominantly White school in an affluent community of Los Angeles, this 
also expounded on the repercussions of Whiteness in preservice early childhood education and 
the consequences of a predominantly White early educator teaching force who teach students of 
Color (Goodwin et al., 2008; Souto-Manning & Cheruvu, 2016; Souto-Manning & Price-Dennis, 
2012). Vanessa’s experience highlighted how children of Color can and do experience racism in 
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their lives at a very young age due to the ingrained stereotypes and dominant narratives of Latinx 
failure and inferiority. Vanessa’s teacher was unable to fathom that Vanessa was a proficient 
reader and that is why she got a high score on her reading test. Vanessa’s teacher was under the 
erroneous assumptions that (a) Vanessa was an ESL student, (b) her parents’ English language 
proficiency dictated Vanessa’s English proficiency, and (c) students with an ESL label cannot 
perform well on reading comprehension exams. Vanessa’s experiences highlighted the need for 
more teachers of Color in the field of early childhood education because they can “serve as 
cultural mediators, have an increased sensitivity to and awareness of the challenges faced by 
students from racially minoritized backgrounds” (Souto-Manning & Cheruvu, 2016, p. 11). 
Conclusion 
In this chapter, counter-stories were presented with the purpose of rejecting majoritarian 
narratives of Latinx failure as an excuse for the lack of Latinx educators in the field of early 
childhood education. I chose to reject such majoritarian stories by exposing the marginalized 
educational and professional trajectories and stories of Latinx early childhood educators. By 
utilizing a FotoHistoria methodology, the voices, stories, and experiences of Latinx early 
childhood educators, the Latinx early educator participants were given control over their own 
counter-stories. The counter-stories of five Latinx early educators were created from their re-
telling of their paths into being and becoming early childhood educators through the use of 
pláticas, photo elicitation, and participatory photography.  
As was apparent through the participants’ counter-stories, they revealed many obstacles, 
support systems, motivators, and offered consejos as they reflected on their educational journeys 
in public schools, once they entered institutions of higher education, and working in the field of 
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early childhood education. In the following chapter, I describe the findings of this study based on 
the themes generated from this chapter and the participants’ counter-stories.   
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Chapter V: FINDINGS AND DISCUSSION 
Through this dissertation study, I sought to learn how Latinxs verbally portray their 
stories on becoming and being early childhood educators within the County of Los Angeles, 
California. More specifically, I sought to learn more about why the Latinxs who participated in 
this study decided to become early educators, whether they encountered obstacles while 
becoming educators, who supported their path towards becoming educators, what motivated 
them to stay in the field of early education, and what advice they have for the field of early 
education if it is serious about recruiting and sustaining more Latinxs into the field. The research 
questions guiding this study are clarified in Table 5.1 below. 
Table 5.1 
Primary and Sub-Research Questions 
Primary Research Questions (RQs) Sub-Research Questions (Sub-RQs) 
RQ 1. How do Latinx early childhood teachers in the 
County of Los Angeles, California (where Latinxs are 
the growing demographic majority) verbally portray 
their stories of becoming early educators? 
 
Sub-RQ 1a. What informed their 
decision to become teachers? 
 
Sub-RQ 1b. What obstacles—if any—
did they encounter? How did they 
negotiate them?  
 
Sub-RQ 1c. What and/or who 
supported their journey of becoming 
early childhood teachers? 
RQ 2. How do Latinx early childhood teachers verbally 
portray their stories as early childhood educators in a 
community where Latinxs are the growing demographic 
majority? 
Sub-RQ 2a. What and/or who keeps 
them motivated to stay in the field? 
RQ 3. As they reflect on becoming and being Latinx 
early childhood teachers, what consejos do they have 
for the field of early childhood education if it is serious 
about supporting the growth of Latinx early childhood 
teachers?  





Critical Race Theory (CRT) as it applies to Latinxs (LatCrit) was employed, serving as 
the theoretical framework for this study. LatCrit was used to develop the research questions of 
this study and to guide the analysis of the data of this study in order to better understand, center, 
and recognize the racialized experiences of marginalized people of Color (in particular Latinxs) 
and how race and racism, along with other systemic intersectionalities, have an effect on how 
they experience not only educational structures but other systemic structures as well. This study, 
in particular, sought to answer the research questions through the use of counter-stories 
(Delgado, 1989; Solórzano & Yosso, 2001a), constructed out of conversational interviews 
(pláticas) and participants’ fotos as well as reflective researcher memos.  
As discussed in Chapter III (refer to Table 3.5 and Figure 3.1), the findings of this study 
were established using various data analysis strategies, such as inductive and deductive coding, 
creating and analyzing the participants’ counter-stories alongside my reflective researcher 
memos, “glow” seeking, and purposeful play with coded and chunked data to establish the major 
findings of this study. This “glow” seeking was informed by my cultural intuition.  
In Chapter IV, participants’ counter-stories offered insights into the stories of Latinx 
early childhood educators that often go untold. These counter-stories speak against the dominant 
story authored by bringing together myths of Latinx inferiority, brokenness, and failure. 
Collectively, the participants in the study spoke against the Whiteness present within the field of 
K-12 education, higher education, teacher education, and early childhood education; the value of 
mentorship and family; and their commitment to serving their communities as early childhood 
educators. In the following section, I explain the findings of this study and link them to the 




Latinx Early Childhood Teachers’ Stories of Becoming Early Educators 
To document and learn from the stories of Latinx early childhood teachers in the County 
of Los Angeles, California (where Latinxs are the growing demographic majority), I attended to 
the factors that informed their decisions to become teachers as well as the obstacles they 
encountered. In doing so, I sought to learn about the ways in which they negotiated the obstacles 
encountered. Finally, I sought to identify what and who supported their journey of becoming 
early childhood teachers.  
The subsections below are organized according to the three research sub-questions 
associated with RQ 1, namely: What informed their decision to become teachers? What 
obstacles—if any—did they encounter? How did they negotiate them? What and/or who 
supported their journey of becoming early childhood teachers? Although there are overlaps, each 
sub-question is addressed through a number of key themes that cut across individual counter-
stories (presented in Chapter IV). 
What Informed Their Decision to Become Teachers? 
The first sub-question of this study is: What informed their decision to become teachers? 
After interviewing the Latinx early educator participants of this study, it was evident that their 
decisions to become teachers were influenced by a variety of factors such as their identification 
as immigrant first-generation Latinx navigating the K-12 education system; their experiences 
with racism and microaggressions as first-generation Latinx while navigating predominantly 
White institutions; their family inspiring them to become educators; the support of mentors such 
as faculty mentors, college sponsored mentorship programs, and in-service early educator 




The Lack of Support for Immigrant First-Generation Latinx Students 
The first finding that explained why participants chose to become teachers was being 
inspired to become early educators due to the lack of support they received while navigating the 
K-12 education system as immigrant first-generation Latinx students. Such a finding also speaks 
to the first and second research questions of this study which inquired into the stories of Latinx 
becoming and being early childhood educators. The lack of support that some of the participants 
experienced during their K-12 education left lingering emotional scars which propelled the 
participants to want to become the educators they wished they had. For example, Francisco 
disclosed that having newly immigrated from Mexico to the United States, he experienced some 
difficulties as a Spanish speaker learning English at a U.S. elementary school. He specifically 
pinpointed to having a difficult time learning English and not feeling supported by his teacher at 
the time. Such a recollection exemplified what Vasquez-Salgado and colleagues (2015) called a 
“cultural mismatch between values learned at home and school” (p. 272). Francisco was in an in-
between space of beginning to navigate acculturation to the dominant U.S. culture (wherein 
though English is not the official language of the United States, it is the language most 
predominantly used within its public education system) and sustaining his Mexican identity and 
Spanish language. This can be understood through the concept of Nepantla. Anzaldúa (1987) 
construed Nepantla as, “a limited space, a space where you are not this or that but where you are 
changing. You haven’t got into the new identity yet and haven’t left the old identity behind 
either—you are in a kind of transition” (p. 237). Therefore, Francisco would often refer back to 
his experiences of feeling unsupported while navigating the K-12 education system as what 
ultimately influenced him to become an early educator. Francisco, like many of the other 
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participants, yearned to be able to be the type of early childhood educator he wished he had when 
he was younger. 
The Covert Support of Latinx Families 
The second finding that revealed what informed the participants to decide to become 
teachers was the covert support their family provided by encouraging them to become early 
educators. The encouragement they received from family also speaks to the first and second 
research questions of this study which inquired into the stories of Latinx becoming and being 
early childhood educators.  
Another prominent theme among all participants’ counter-stories was that of their 
families valuing and encouraging their education and inspiring them to become early educators. 
For example, during our conversations, Emma recalled that she wanted to become a high school 
math teacher since she was young. However, due to her undocumented status, she explained that 
attending community college to attain her child development degree was “out of the question” 
due to the high tuition rate, which she could not afford to pay. Her mother encouraged her to not 
give up her dream, and instead advised her to enroll at a vocational school nearby that was more 
affordable in order to jump-start her career in the field of early childhood education. Moreover, 
Francisco stated that his mother modeled a curiosity over learning and the importance of being 
educated by stating, “so my mom was always going to school and I mean, she also herself went 
to school to learn English as an adult. So there was always a push for education and progressing 
and going forward.” Thus, it is evident that family played a huge role in the participants’ 





Mentors as Influencers 
The third finding that explained what informed the participants to decide to become 
teachers were how mentorships influenced the Latinx participants to choose to become early 
educators. Such a finding also speaks to the first and second research questions of this study 
which inquired into the stories of Latinx becoming and being early childhood educators.  
The value of mentorship as a support system for the Latinx early educators of this study, 
via faculty, college-sponsored programs, or within the field of early childhood education was 
also a common thematic thread and finding. Majoritarian stories perpetuate deficit-based 
paradigms of Latinx that often fault low graduation rates as well as the low number of Latinx 
educators for Latinxs’ lack of effort and failure (Souto-Manning, 2013). However, as many of 
the participants in this study explicated, the educational pipeline for Latinx is rigged with 
systemic racism that hinders Latinxs from having access to equitable educational opportunities 
and makes it difficult for them to navigate K-12 successfully, enter and graduate from 
institutions of higher education, and become and remain early childhood educators. As Yosso 
(2006) explained, majoritarian stories incorrectly place the blame on Latinx when they are 
unsuccessful in their educational journey: 
     A majoritarian story implicitly begins from the assumption that all students enjoy 
access to the same educational opportunities and conditions from elementary through 
postsecondary school. From this premise, and utilizing seemingly neutral and objective 
standard formulae, the majoritarian story faults Chicana/o students and community 
cultural traditions for unequal schooling outcomes. (p. 4) 
 
The findings of this study therefore revealed the often-obscured hurdles that participants 
from this study encountered in their educational and professional paths as Latinx students and 
educators. The findings established how mentorship served to counter some of the systemic 
racist inequities that the participants faced as first-generation college students on their journey to 
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becoming early childhood educators and as Latinx educators established in the field of early 
childhood education.  
Mentorships that influenced the participants to become early childhood educators were 
fostered by university faculty, college sponsored mentorship programs, and in-service-early 
educator programs. Some mentorships were part of in-service early educator programs, wherein 
the participants were mentored by work colleagues as the participants were practicing in-service 
educators within the field. For example, for Sofia, mentorships also took on the form of support 
she found through her workplace. Sofia stated that her first supervisor at LAs Best (an 
afterschool enrichment and recreation program for Los Angeles K-12 students) was her first 
mentor. Sofia would eventually be mentored by another work colleague who urged her to pursue 
a LA Unified internship program so she could earn her teaching credential. Thus, workplace 
mentorship opportunities should also be of importance to the field of early childhood education 
as a means of recruiting and sustaining more Latinx early educators in the field. 
Latinxs’ Commitment to Serving Latinx Communities 
The fourth and final finding which informed the participants to become teachers were 
lack of supportive experiences they had as K-12 students and the benefits they associated with 
being Latinx educators serving Latinx communities such as being able to support and understand 
the needs of young Latinx students and their families. Such a finding also speaks to the first and 
second research questions of this study which inquired into the stories of Latinx becoming and 
being early childhood educators. The participants’ commitment to serving predominantly Latinx 
communities meant that all five of the participants served predominantly Latinx communities 
during the span of this study. Francisco and Melanie, for example, credited their unsupportive 
elementary school experiences as inspiring them to become early educator who can perceive 
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student’s linguistic repertoires as assets and have experience navigating the public school system 
with a disability.  
What Obstacles Did They Encounter? 
The second sub-question of this study is: What obstacles—if any—did they encounter? 
How did they negotiate them? After interviewing the Latinx participants of this study, it was 
evident that some of the obstacles that they encountered throughout their early educator 
trajectories were related to their identification as first-generation Latinx immigrants and feelings 
of in betweenness and Nepantla; their experiences with racism and microaggressions as first-
generation Latinx while navigating predominantly White institutions; their experiences 
navigating entrance into higher education as first-generation students; economic hardships they 
encounter related to being able to afford enrolling in teacher education programs and the low pay 
they experiences once they became early educators; the costs associated with their commitment 
to serving Latinx communities such as low paying positions and extra labor due to limited 
resources at their employment sites. 
Immigrant Latinx Experiencing In-Betweenness 
The first finding associated with the obstacles the participants encountered were 
experiencing feelings of in-betweenness and Nepantla while becoming early educators due to 
their immigrant first-generation Latinx identities. Such a finding also speaks to the first and 
second research questions of this study which inquired into the stories of Latinx becoming and 
being early childhood educators. It speaks to how their immigrant first-generation identities 
played a role in making them feel they were stuck in between their Latinx identity and the U.S. 
American culture that was stressed throughout their K-12 education, undergraduate, graduate, 
and teacher education programs. As first-generation, most of the participants shared how being 
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the first in their families to be educated in the United States led them to experience the tension 
between their own minoritized Latinx cultural identity (speaking Spanish, valuing family, and 
strong interdependence values) and the dominant U.S. White American culture (speaking 
English, valuing individualism, and strong independence values). However, the participants’ 
discernment of U.S. White American culture differed based on whether they immigrated to the 
United States or were born in the United States. 
Only two of the participants, Emma and Francisco, who were born in Mexico and 
immigrated to the United States when they were children, expressed feeling stuck in an in-
between space that embodied the concept of Nepantla. They immigrated from Mexico to the 
United States when they were children and shared common experiences in that they experienced 
being born in Mexico and being educated in Mexico before they immigrated and began their 
education in the United States. Accordingly, they shared a distinctive intersectional commonality 
in terms of their identities and being Latinx, immigrants, and first-generation students. Their 
stories emphasized their struggles with being first-generation students who felt caught between 
their Latinx Mexican cultural identity and the U.S. cultural identity, particularly when they spoke 
about their languages; this was reminiscent of what Anzaldúa (1987) referred to as Nepantla. 
Both Emma and Francisco alluded to experiencing spaces of Nepantla as they reflected on their 
spoken languages and navigating speaking Spanish and English. Francisco shared: 
     When I came to the United States, it was quite a challenge for me. I didn’t really have 
any background with English. I didn’t know any words. So learning it was very difficult 
for me. And the first teacher that I had for, she didn’t really put much effort into 
supporting me. So that kind of gave me the push to help others. So I made a commitment 
with myself of I’m gonna do my best to learn the language, get better at it, and support 
others. 
 
Francisco’s experiences exemplified some of the obstacles faced by children who 
immigrate to the United States and are thrust into the U.S. education system, expected to 
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assimilate by learning English and U.S. American culture to be academically successful 
(London, 1992; Monzó & Rueda, 2006). Thus, Francisco’s experiences helped answer  
sub-RQ 1b, which sought to explore what obstacles the participants encountered on their 
journeys towards becoming and being early educators. Such an experience also exemplified the 
consequences of the prevalence of Whiteness in early childhood education, both through the 
experience’s absence of a multilingual approach as well as a teacher who was obviously not 
equipped to teach multilingual children of Color. As Souto-Manning (2013) argued, the 
predominance of Whiteness within early childhood education has led to teachers “not fully 
understand[ing] how to build on the strengths of children whose cultural and linguistic practices 
are (to varying degrees) different from their own” (p. 72).  
Francisco’s experiences highlighted the need for more Latinx early childhood educators 
in the field so that young Latinx students can reap the emotional, social, and academic benefits of 
having teachers of similar racial, cultural, and linguistic identities (Brown, 2014; Egalite et al., 
2015; Gershenson et al., 2017; Jackson & Kohli, 2016; Villegas et al., 2012). Moreover, 
Francisco’s experiences speak to sub-RQs 1a and 2a, which sought to find out what informed the 
participants’ decision to become teachers and what kept them motivated to stay in the field. It is 
apparent that Francisco’s immigrant identity caused him to experience being caught in between 
cultures while attending public school, and such experiences influenced his decision to become a 
teacher himself. Such experiences also motivated him to remain in the field and serve Latinx 
communities, thus addressing RQ 2. 
The findings of the study also substantiated Monzó and Rueda’s (2006) argument that “it 
is rarely the case that newly acquired language skills and cultural knowledge simply replace those 
that previously existed” (p. 192). This was evident in the way that Francisco and Emma retained 
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their Spanish language skills while learning White Mainstream English (Baker-Bell, 2020). 
Correspondingly, Emma’s and Francisco’s bilingualism and acculturation process are indicative 
of Baker-Bell’s (2020) call for educators to reflect on whose cultures and languages are privileged 
in educational settings when we label White Mainstream English as the educational norm. As 
Baker-Bell (2020) argued, “if language scholars and educators are truly interested in linguistic 
justice for linguistically and racially diverse students, we have to question whose linguistic and 
cultural norms are privileged by labels like ‘academic language’” (p. 9). 
This was seen, for example, in Emma’s experiences translanguaging (having two 
linguistic systems) in academic settings and family settings (García & Kleyn, 2016). Emma 
recalled such translanguaging led her to struggle with feeling like she was “ni de aqui, ni de 
allá” (neither from here, nor from there); in other words, she felt as if she was perpetually in 
Nepantla experiencing a space of in-betweenness. This statement coincided with Suárez-Orozco 
and Suárez-Orozco’s (2001) argument that “immigrants are by definition in the margins of two 
cultures. Paradoxically, they can never truly belong either ‘here’ nor ‘there’” (p. 92). These 
perceptions of neither from here nor from there were exemplified, for instance, when Emma was 
told that she had a “nopal on her forehead” (cactus on her forehead), an insult primarily used by 
Latinxs towards other Latinxs to insinuate that one obviously looks Mexican/Latinx despite 
acting more assimilated towards the United States and White culture (speaking English, 
partaking in U.S. American cultural activities/customs). Emma would thus be encouraged by 
others to embrace her Mexican identity through comments such as “You should speak Spanish. 
You should embrace it. Stop having too many White people friends.” However, when Emma did 
try to speak Spanish, her attempts were often met with Spanish speakers shaming her Spanish 
skills. Emma disclosed that “If I said something wrong it was like, ‘mira esta ni con papeles sin 
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papeles y no puede hablar en español? Ay, que verguenza!’” (look at her with or without papers 
[documents], and she can’t speak Spanish? How embarrassing!). Thus, it seemed like Emma was 
caught in a continual space of in-betweenness, or what Anzaldúa (1987) called the borderland, 
which is a “vague and undetermined place created by the emotional residue of an unnatural 
boundary” (p. 25). Emma’s feeling that she was neither from here (United States) nor from there 
(Mexico) aligns with Anzaldúa’s definition, which “means you are neither hispana, india, negra, 
Española, ni gabacha, eres mestiza, mulata, half-breed caught in the crossfire” (p. 216).   
These experiences helped elucidate how the participants who immigrated from Mexico to 
the United States felt like they were in a constant state of in-betweenness or Nepantla in both 
their U.S. educational and familial contexts. Due to their experiences with Nepantla and being 
stuck in between spaces as immigrants to the United States, the participants elaborated that they 
felt committed to serving their Latinx communities and remaining connected to their own Latinx 
culture and Spanish language, as well as sustaining their students’ cultures and languages (Paris, 
2012). Such findings also helped elucidate the nuances that Latinx immigrant teachers are aware 
of through their own journeys in the U.S. education system and how they can use their 
knowledge to empathize with and further support students who have newly immigrated to the 
United States as well.  
Racism Latinxs Encounter Attending White Institutions 
The second finding connected to the obstacles that the participants encountered as they 
became early childhood educators were experiences with racism as first-generation Latinx 
navigating predominantly White educational institutions. Such a finding also speaks to the first 
and second research questions of this study which inquired into the stories of Latinx becoming 
and being early childhood educators. For example, Sofia and Vanessa expressed being hyper 
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aware of spaces and schools where they were the minority and the repercussions of being the 
minority, feeling like outsiders, and being othered. Vanessa attended a predominantly affluent 
and White elementary school because her mother borrowed a client’s address (Vanessa’s mom 
was a housekeeper) so she could attend a more reputable school. Vanessa recalled being accused 
of cheating by her fifth-grade teacher because she earned a perfect score on a reading test. 
Vanessa’s teacher assumed Vanessa had to have cheated because she was an ESL student and 
Vanessa’s parents lacked fluency in English. She recalled that incident as being her first 
encounter with racism. She also credited that incident with helping her to realize that as Latinx, 
she had to perpetually overcompensate academically to avoid majoritarian single stories and 
stereotypes of Latinx being academically inept or lazy. Vanessa expanded by stating, “I was so 
hurt that she thought that I was cheating. Like, she was really questioning my intelligence.” Her 
recollection of her teacher discriminating against her and questioning her intelligence based on 
her racial and ethnic identity underlined the repercussions of the predominance of Whiteness in 
early childhood education and the consequences of a predominantly White early educator 
teaching force teaching students of Color (Souto-Manning & Cheruvu, 2016). They also 
highlighted the emotional and psychological costs of Latinxs attending predominantly White 
schools.  
Vanessa detailed that she continued to experience racism and microaggressions as she got 
older, but they served to fuel her yearning to excel academically. She elaborated: 
     And as we started getting a little older, I started experiencing it a little bit more. Like 
you’re a smart Latina, like how? I don’t understand how someone with blond hair, blue 
eyes - it’s normal for them to be smart. But I’m smart and it just gets looked down upon. I 
think that’s why I also pushed for higher education—to beat the stats. I was like forget 
this. I am not getting treated like you know. Even now when I tell people that I have my 




Comparably, Sofia shared that her family had also moved and attained school permits 
that allowed her to attend predominantly White and more reputable schools. She remembered 
being hyper aware of the lack of Latinxs at her high school, as she explained: 
     And it was there that I realized not only just lack of representation of teachers but also 
of students. There were not too many Latino kids there. Now off the top of my head, I 
can’t remember any Latino, Latina teachers there either. And even in college, I don’t 
really remember any. 
 
Sofia would later go on to earn her master’s degree where she, again, experienced feeling 
minoritized due to how “glaring” it was that she was the only Latina being hooded by her 
mentor/, Dr. Brand, during her master’s degree graduation where there were nine graduates in 
her degree cohort. She recalled: 
     My M.A. is in elementary education. Started with twelve, I think nine of us passed. 
And out of the nine, six were men and there were three women. And I was the only 
Latina. And if you know, that just kind of was a little kind of glaring at that moment. And 
Dr. Brand (pseudonym) hooded me. 
 
Vanessa’s and Sofia’s experiences attending predominantly White public institutions for 
their K-12 education and graduate degrees stressed the obstacle of racism, microaggressions, and 
being unrepresented that minoritized people of Color, like Latinxs, have to overcome while 
attaining their education in predominantly White education institutions. These racial 
microaggressions comprise “a microform of racism—that is, not just a personal slight, but an 
instance of racialized harm” (Solórzano & Huber, 2020, p. 4) that has been linked to racial battle 
fatigue. Vanessa’s and Sofia’s experiences navigating predominantly White institutions, 
therefore, highlighted the costs associated with Latinxs attending such institutions, such as the 
emotional and psychological (feeling othered, having intelligence questioned) toll it took to 
navigate such spaces. Such a finding also could explain why there is such a low percentage of 
Latinxs who graduate from high school, complete college or pursue bachelor’s and/or master’s 
 
167 
degree, and enter the field of early childhood education as “campus climate is frequently 
identified as contributing to these educational inequalities” (McCabe, 2009, p. 133). 
Such findings also emphasized the importance of Latinxs having access to and utilizing 
counter-spaces within institutions of K-12 education and higher education in order “to direct 
themselves through the tumultuous terrain of the PWI” (Von Robertson et al., 2016, p. 716). 
Counter-spaces within and outside of early childhood, high school, and university settings would 
enable minoritized Latinx students to process and confront racist incidents, microaggressions, 
and feelings of otherness or ineptitude in a collectivistic environment that is reflective of their 
cultural values and can help sustain and preserve their racial and cultural traditions (Solórzano et 
al., 2000; Yosso, 2005; Yosso et al., 2009), while ensuring that they also experience micro-
affirmations (Solórzano & Huber, 2020).  
For example, feelings of otherness were not a concern for one of the participants, 
Vanessa, while she attended a CSU institution that is classified as a Minority-Serving Institution 
(MSI) and Hispanic-Serving Institution (HSI). Vanessa recalled seeing many Latinxs on campus 
and in her classes when she pursued her master’s degree in early childhood education. The 
findings highlighted how attending an institution of higher education that was predominantly 
Latinx enabled Vanessa to feel like she was represented, belonged there, and was capable of 
successfully navigating such institutions. She clarified: 
     I definitely felt like I just blended in at Cal State. There was a lot of, well first because 
our field is so full of women. All my classes are full of girls and then in our cohort there 
were a couple of Hispanics. So I just felt like I was okay. I’m meant for this. This is right. 
So I felt at home there. 
 
Such a declaration from Vanessa elucidated the contrasting difference between being 
unrepresented and being represented during one’s educational trajectory.  
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The power of feeling represented in institutions of higher education comes from seeing 
other students who are racially and ethnically similar. Such findings highlighted the importance 
of teacher education programs and institutions of higher education being conscientious of which 
students are not racially and/or ethnically represented in their programs and ways they can better 
recruit and sustain more students of Color within their programs and institutions. Moreover, such 
findings are in alignment with the findings of Flores and Park (2013), which showed that “among 
underrepresented students who do enroll in college—Hispanics remain the most concentrated in 
HSIs” (p. 123). Thus, it is worth stressing that all of the participants in this study pursued their 
bachelors and/or master’s at various CSUs—all of which are classified as MSI and HSI, thus 
suggesting there is a need to research more Latinx alumni to learn more about whether attending 
an MSI or HSI influences academic retention and graduation rates.  
Obstacles Encountered Navigating Entrance into Higher Education 
The third finding connected to the obstacles that the Latinx first-generation participants 
encountered as they became early childhood educators were the hurdles they encountered while 
navigating entrance into higher education, such as the SATs and other admission requirements. 
Such a finding also speaks to the first and second research questions of this study which inquired 
into the stories of Latinx becoming and being early childhood educators. Some of the hurdles 
that the participants of this study had to overcome were created and sanctioned by institutions of 
higher education, such as the standardized tests like the SAT (Scholastic Aptitude Test) and 
mystifying college entrance protocols.  
During the course of this study, the topic of the SATs was discussed in depth by two of 
the participants, Sofia and Melanie. Both Sofia and Melanie divulged that they had scored poorly 
on the SATs. First, Sofia shared her difficulties with the SATs as happening because she felt she 
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did not prepare for the exam that well, given the tense sociopolitical context in Los Angeles at 
the time. Her SAT exam occurred during the 1992 Rodney King trial riots in Los Angeles when 
the city was on a curfew, just as they recently experienced during the Black Lives Matter 
protests. She shared: 
     I remember taking the SAT tests the week of the Rodney King trial riots. And Mayor 
Reardon of LA had put us on a curfew. So kind of like Garcetti put us on a curfew during 
the Black Lives Matter protests. So really didn’t study that great, but then also too just 
the tension in the air during that time. But definitely this test, kind of is going to dictate 
what opportunities are going to be available for me and I didn’t do great. So I’m glad to 
hear that they’re gonna get rid of it or start phasing it out or whatever. Because I think 
it’s kind of just an old antiquated way of not giving people an opportunity already from 
the beginning. 
 
Such a finding exemplified the inequities that are propagated by standardized tests like the SAT 
in how they neglect to take into account the sociopolitical context at the time and its influence on 
test takers. This may be understood as being analogous to the way in which this study occurred 
during the COVID-19 pandemic, which greatly widened educational equity gaps for students and 
prominently affected the learning of students who do not have access or reliable access to 
computers, Wi-Fi, and/or someone to assist them while engaged in distanced learning. 
Additionally, the SAT has long been established as a tool for scientific racism, thereby being 
racially biased (Hudson, 1995). In fact, although often forgotten, the very history of standardized 
tests is entangled with Eugenics (Stoskopf, 2002). Thus, it is not surprising that some 
participants noted being disadvantaged by the SAT as an entrance requirement. 
Nevertheless, when Melanie and I spoke about how the SATs were going to be optional 
within the University of California system, she bravely shared the difficulties she encountered 
with the SAT affecting her self-worth, mental health, and perceptions of her own capabilities and 
intelligence. Melanie explained: 
 
170 
     Yeah, yeah, I’m so happy to get rid of it too. Because just adding on to what you said. 
It’s, it just creates a lot of unnecessary stress. It affects the students mental health. I know 
it affected me personally, because I thought I was not smart. I was like oh, my God, my 
score, like oh my god, this is terrible. I’m not a good test taker anyways, in general, but 
just looking at the score. It really sabotaged my self-confidence, it really questioned my 
ability. Like, am I a good student? And am I, you know, am I capable? Am I worth it to go 
to college? So I’m so glad. I know when I heard that, I was like, I was so happy to hear 
that because it just creates, like a huge turmoil of feelings, like mixed emotions, you 
know, and it affected mental health at such a young age. Yeah and it was expensive. And 
then looking at the scores made me feel like I was stupid. 
 
Melanie’s experiences with the SAT and the influence it had on her perception of her 
capabilities as a learner and individual were compelling because they accentuated the ways in 
which Latinxs are gatekept from institutions of higher education. It is no secret that the SAT 
plays a powerful role in university applicants’ ability to be perceived as competitive and capable 
of success in institutions of higher education and teacher education programs. However, it is 
important to counter such majoritarian stories on the validity of SATs with research studies that 
have found, for example, “long-standing criticisms of the SAT as a predictor of success in 
college, however, have claimed cultural bias adversely affecting students of Color,” with testing 
bias having been “presented as one plausible explanation for the gaps in achievement between 
racial and ethnic groups” (Contreras, 2005, p. 198). Thus, it is important to acknowledge that the 
SATs as a predictor of a student’s intelligence or capabilities to navigate college successfully is 
flawed. Moreover, studies on the SATs have also found that, “of the students who took the SAT 
and select AP exams, Latino students continue to lag behind their White and Asian American 
counterparts in access and achievement” (p. 198). Thus, the SAT test has been shown to be 
biased, which could explain why Latinxs do not perform as well as students from other racial 
ethnicities. 
Another common thread among all of the Latinx first-generation participants was their 
recollection that applying to college and the overall college experience was a mystery to them. 
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The participants shared that they did not know much about college or how to successfully 
navigate college, especially because they were first-generation students. For example, Melanie 
elucidated: 
     You know, university, that milestone right there really hit me hard because I was like, 
oh my god, I don’t know what to do. Who do I go to for help to go to university or 
college? So, I really had to learn on my own because, you know, obviously, my parents 
didn’t know what it’s like the whole college process of getting to college. So definitely my 
brother and I had to learn by ourselves, like, how do I get into college? So, my 
experience at Arrow College (pseudonym) was great. I definitely learned a lot from my 
college professors at Arrow College and navigating through different career paths. So I 
switched from nursing to psychology at Arrow College. That’s where I started. I did all of 
my general education up here and then transferred to Cal State (redacted for participant 
confidentiality purposes) and I got my bachelor’s in psychology there. 
 
Melanie’s counter-story exemplified how first-generation Latinx must figure out on their 
own how to apply and navigate college and/or seek assistance from other more experienced 
people, such as professors and peers who are more knowledgeable of the higher education 
system. Melanie’s story exemplified how easily some Latinx students can be dissuaded or 
pushed out of certain majors due to university officials’ preconceived deficit-based biases against 
Latinx students and their academic potential.  
Similarly, Sofia also shared that her parents did not know much about college, but their 
lack of knowledge about how to get into college did not prevent them from seeing the value of 
college. Sofia’s parents still inculcated her with the idea that she was expected to attend college 
and earning good grades would help her figure it out.  
     And my parents wanted me to go to college, they did not know how really. They didn’t 
know how to navigate the system, which I think a lot of our parents, our Latino parents 
don’t. But neither did I, they just knew that I needed good grades. 
 
Melanie elaborated that the difficulties of navigating, applying, and gaining acceptance to 
college continued as she transferred to a 4-year university, where she struggled with learning 
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about the campus and its wealth of resources that were created and intended to assist students in 
succeeding. Melanie expanded on her difficulties navigating college by expressing:  
     My undergrad was definitely my toughest experience because I didn’t know you can 
go for so many things for help, like go to tutoring or writing lab. And I think at the time, I 
was just very insecure of myself and I was afraid to ask for help. 
 
Such findings on navigating college applications and college signaled that not only are 
there inequities in the application and admissions process to colleges, but also a disconnect 
between the universities and its first-generation Latinx students, who, upon entering college, are 
unaware of the various resources they can access to help them with their learning and education.  
Economic Hardships Latinx Early Educators Encounter 
The fourth and final finding related to obstacles that the Latinx first-generation 
participants encountered as they became early childhood educators were the economic hardships 
that they encountered as they entered institutions of higher education and the field of early 
childhood education. Such a finding on economic hardships also speaks to the first and second 
research questions of this study which inquired into the stories of Latinx becoming and being 
early childhood educators. The counter-stories of the participants contained a prevalent finding 
of economic hardship as an obstacle they experienced while being and becoming early educators, 
with a special focus on struggling to afford attending institutions of higher education, attending 
community colleges to save money, and not being paid a fair wage based on the participants’ 
early educator career path and credentials within early childhood education.   
Francisco shared that he did not even think he could attend the University of California 
because he believed he could not afford it. He recalled, as a first-generation student, not being 
aware of how financial aid worked, as he stated:  
     I mean, being the first one to attend college I said, well, there’s just no way like I 
could attend a UC and that’s something that I guess it was something wrong that I did to 
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myself. Because that was out of the question for me financially. That’s way too much 
money. Knowing that there were resources, but still, there was going to be some, a lot of 
money that I was going to need to come up with. I said, well, that’s just impossible. I’m 
gonna, I’ll obtain my general coursework at a CSU school and then I could always 
transfer it if need be. But um, I guess that’s something wrong that I probably fixated in 
my mind. I said, well, a UC is not going to work for me because it’s too expensive. I 
guess it’s just the lack of knowledge. Although there was a push to attend UC’s and 
everything and there was support to write those letters to be able to be a candidate for a 
UC and everything. 
 
Francisco’s sentiment about not attending a UC due to lack of financial funding and 
resources on how to attain funds was not surprising and coincided with Hernandez and Lopez’s 
(2004) argument that financial aid is a fundamental obstacle for many Latinx students. For 
example, four out of the five participants in this study initially and purposefully attended 
community college first to save money while acquiring their general education coursework, with 
the ultimate goal of transferring to a 4-year institution to attain their bachelor’s degree and 
pursue a career in early education. According to Contreras (2005), such a phenomenon is 
common because “the majority of Latinos that do pursue higher education enroll in 2-year 
institutions” (p. 199). However, community colleges are also “where the highest rates of attrition 
for minority students exist” (p. 199). It thus seems as if the participants of this study were in the 
minority of students who successfully navigated community college and went on to attend a  
4-year university.  
The economic hardships continued once the participants entered the field of early 
childhood education as well, with the exception of Francisco and Sofia who were the only two 
participants who had attained teaching credentials that permitted them to work with K-1st grade 
and who did not divulge currently struggling with economic stability as early educators. Two 
other participants, Emma and Melanie, were early educators who did not have their teaching 
credentials and instead focused on working with children under the age of five or with special 
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needs. In contrast to their colleagues who had a teaching credential, a common sentiment among 
the participants who did not have a teaching credential was their economic uncertainty as early 
educators. There seemed to be economic disparities between the participants who had attained 
teaching credentials and those who did not have their teaching credentials within early childhood 
education. 
Once the participants entered the field of early childhood education, many of them 
acknowledged and divulged that they struggled with not being paid fair and livable wages. At the 
time of the study, Melanie, for instance, was balancing working two jobs at different companies 
to earn a living wage. Moreover, Emma was one of the first participants to reveal the dissonance 
between attaining an early childhood education degree and the lack of financial compensation 
that went along with such a degree. Emma shared the difficult predicament that many early 
educators often face when choosing to pursue a degree in early childhood education. 
When Emma first graduated from her vocational school, she realized that even though 
she had attained a child development degree through her vocational program, she was still not 
making a livable wage. She realized that she, in fact, was making the same amount of money as 
her parents and sister who were working in the fast-food service industry. Emma revealed: 
     Like I was making $7 an hour, it was like, I knew that I was not going to be able to 
support myself. It was fine while I was living with my parents and living with my family, 
but I knew that like, that was gonna be a rough life. At the same time, like my parents, my 
dad and my sister were both working at like McDonald’s and Jack in the Box. And so I 
knew that I was making like about the same money. 
 
When Emma shared her story and revealed the economic hardships that she had struggled with 
as she pursued a degree in early childhood education, I (the researcher) also felt inclined to share 
my similar experiences and reciprocate Emma’s openness with me. Hearing Emma share the 
paradox of how, despite pursuing a degree in early education, she still struggled with earning a 
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livable wage definitely paralleled my own experiences. So, subscribing to the contours of 
pláticas (Fierros & Delgado Bernal, 2016), I empathized with and echoed Emma’s sentiments 
about feeling confused at how regardless of being educated, the appropriate financial 
compensation is simply non-existent for most early educators. 
Aura: Yeah, thank you for sharing. I feel like there’s so many like layers to it. Like talking 
about, how much early educators are getting paid, you know. Like my dad and 
mom also worked at McDonald’s and like, they made more money than I do right 
now. Like we know, we should obviously get paid more than we do. Because it’s 
like not a lot, right? Because it’s like the history of education as well. It’s like, the 
feminization of teaching and like how that’s seen as just like a caregiving role. 
Like, we’re not paid as much because of that.  
 
Emma: Um, but yeah, like, it’s like, primarily people of Color who have these jobs.  
 
Aura: Yeah. And like, I know there’s a shift towards like, having early educators get their 
bachelor’s degrees and all of that, and that’s leaving some of these are the early 
educators of Color who don’t have those degrees in like an iffy zone. Like, what 
are they going to do? They’re not going to get paid as much as those with 
bachelor’s degrees. And it’s like… 
 
Emma: Who oftentimes have so much more experience and gusto. 
 
Aura: Yeah. Exactly. And it’s like penalizing them for something that like maybe they 
can’t afford, like they can’t afford to like, pay for these classes and like also they 
don’t have the time to like also take these classes while they’re also like working. 
So it’s just it’s a lot to think about as well. 
 
Emma: Like that was where I was like, I was like there is no point in me going to get a 
BA if this is all I’m going to be making and I’m going to be in debt and I won’t be 
able to afford going to get a BA. I will not and I actually had one of my professors 
from community college, she and her husband contacted me, like I had just gotten 
out of a bad relationship, and it was like a lot of layers to this. And she said you 
know, if you wanted to continue to your BA we could give you an interest free 
loan so you can go to school, finish your BA and that could get you an 
opportunity to get a better job and then you can pay me as you can. And like that 
was like the biggest blessing. I feel like I often say like, if I believed in this, when 
my mom died, she sent me Miss Sakuri (pseudonym) to come in, help me get 
better. Like she and her husband helped to pay for my BA so I could go to 
Kingston (pseudonym) college and I finished my BA in two years. So I finished my 
BA and on graduation day they told me that they didn’t actually want me to pay 
them back then, that that was something they did for me and so I call her my 
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“fairy godmother.” But if it wasn’t for that gift like I don’t know where I would 
be. 
 
The prominent overlap in Melanie’s and Emma’s stories of struggling economically as 
early childhood educators was consistent with a report by the U.S. Department of Education 
(2016a) which showed that 
preschool teachers are paid less than mail order clerks, tree trimmers and pest control 
workers. Child care workers make less than hairdressers and janitors. In fact, most early 
childhood educators earn so little that they qualify for public benefits, including for the 
very programs they teach targeting low-income families. (para 3) 
 
The unlivable wages that early educators are paid is thus apparent not only through the 
stories of the participants. In the state of California in particular, preschool teachers earn an 
average salary of $31,720, as compared to elementary school teachers who earn an average 
salary of $72,910 (U.S. Department of Education, 2016a). The inequitable pay gaps between 
elementary school teachers and preschool teachers are thus clear and can explain why not many 
Latinx early educators who choose to enter teacher education programs pursue a bachelor’s 
degree or higher in early childhood education. There is just not enough economic pay-off to 
attain those degrees within the field of early childhood education. 
In my pláticas with Emma, we also began to unpack some of our own experiences as 
Latinx early childhood educators and educators of Color. We seemed to have similar 
understandings, based on our experiences in the field, that who we thought were most affected 
within our field by economic disparities and unjust standards of who can be deemed a “quality” 
early educator worthy of a raise were most often early educators of Color, like ourselves. We 
saw that despite early educators of Color being present within the field of early childhood 
education—often with more “experience and gusto,” as Emma put it—it was simply not an equal 
paying field because usually such teachers of Color did not have the degrees to qualify for a 
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higher wage. Thus, the economic disparities in the field of early childhood education seem to be 
further exalted by coded racism in the form of quality standards, requiring early educators to 
have a bachelor’s or master’s in order to earn better wages. 
Early educators of Color are often faced with the harsh Catch-22 reality of either 
attaining a higher educational degree and risking getting into debt (because there might not be 
much of a pay increase with a degree) or coming to terms with earning an unlivable wage as an 
early childhood educator. The inequitable access to higher education for early childhood 
educators is made clearer when we comprehend that preschool teachers in California earn an 
average salary of $31,720, compared to the average undergraduate tuition rate between 2017-
2018 which was $17,797 at public institutions, $46,014 at private nonprofit institutions, and 
$26,261 at private for-profit institutions (NCES, 2019b; U.S. Department of Education, 2016a). 
This renders it unattainable for most early childhood educators to attend institutions of higher 
education and secure requisite degrees based on their average salaries 
Latinxs’ Commitment to Serving Latinx Communities 
The fourth and final finding which the participants often encountered as they became 
early childhood educators were the costs associated to being committed to serving Latinx 
communities such as being overworked and underpaid. Such a finding also speaks to the first and 
second research questions of this study which inquired into the stories of Latinx becoming and 
being early childhood educators. 
Some of the unexpected costs that came with the participants’ commitment to serving 
their predominantly Latinx communities were related to the extra labor for which they were held 
accountable and responsible because of the inequities in access to digital learning tools and 
socioeconomic status that were present within the Latinx communities they served. For example, 
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because this study took place during the global COVID 19 pandemic, many of the participants 
shared how they were struggling with distanced learning because of the unexpected extra work 
they had to do, to teach not only their students’ academic skills and content, but also their 
students and their families how to navigate digital learning spaces and technologies. The 
participants spoke frequently about struggling to get their students logged in successfully to their 
digital learning spaces (such as Zoom) due to the students’ young ages, their parents, and/or their 
students’ family’s inexperience with using digital learning tools (such as Zoom and email) and 
technologies (such as computers). This was further compounded by frequently digital glitches, 
unreliable Wi-Fi connections, and parents and families whispering the answers to their young 
children. 
None of the participants neglected the extra workload; in fact, they took it on by tackling 
some of the issues head-on. For example, Francisco shared how the teachers at his school helped 
inform the school’s administration team of some of the issues they were facing. Thus, the 
teachers and its administration team were mindful of the obstacles associated with and 
exacerbated by the pandemic and had created and were choosing to resolve it by addressing it 
through workshops specifically for parents, caregivers, and families to learn how to use 
distanced learning tools like a computer, Zoom, email, and the like. He shared: 
     So not only do we have to teach our students, but we have to teach the caregivers. So 
our computer teacher is actually hosting some workshops for parents, and the thing that I 
really liked is the fact that we’re doing it bilingual. We don’t have someone that speaks 
other languages, but we do have Spanish and English, so at least there’s that. And it’s 
seen as a positive and not like as a burden. Because I feel like it could also be easily seen 
as like, oh, like, I have to do all this extra work now or something. But it’s like, no, if you 
support those grandparents or those parents or caregivers in general, not only is that 
going to make the curriculum stronger, but it’s going to like enable them to help the 




Francisco’s story exemplified how teachers, the administration team, and schools can 
enact a more inclusive and culturally sustaining approach to teaching their students and their 
families. Melanie, similar to Francisco, also mentioned how she had to accommodate for 
teaching her predominantly Latinx clients and families how to use digital tools and technologies 
as well. She stated:  
     I also want to mention that with this pandemic, Spanish-speaking families had to learn 
how to be tech savvy. They’re not really familiar. Yeah, they’re not very familiar with 
Zoom. They’re not really familiar with computers or technology. And that was a journey 
for me as well. Really going step by step, especially families with Latinas, like the older 
generation, like the grandmother, maternal grandmothers. And so I said, okay, I’m going 
to teach you I’m going to help you so go to the computer, do this and do that. And, and, 
you know, definitely patience. If there is anything that I learned this year is that wow, I 
am so grateful for the patience. 
 
Some of the costs of being committed to working and serving Latinx communities as 
early educators came at the expense of sacrificing a livable wage. For example, at the time of the 
study, Melanie was working as a social skills coordinator who focused on assisting children with 
identified disabilities within predominantly Latinx communities. However, at the time of the 
study, Melanie was also navigating and balancing working two jobs at different companies to 
earn a living wage. Vanessa acknowledged that she knew she could earn a higher salary at a 
private institution, which is commonly predominantly White, but she felt her “heart just wasn’t 
in it” and “like this is not where I belong.” Such a statement is indicative of how early childhood 
educators who are committed to serving their communities are highly aware of economic costs 
associated with serving Latinx communities. 
Vanessa shared how her own father was highly aware of the lack of economic stability 
that would come with a degree in early childhood education. Thus, Vanessa originally planned to 
pursue a business degree because of her father’s insistence that it would guarantee her financial 
success. However, Vanessa’s commitment to becoming an early childhood educator who served 
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her community led her (with her mother’s encouragement) to go against her father’s wishes and 
pursue a career in early education, despite her father’s disapproval and insistence that early 
childhood education would not guarantee her a livable wage. She explained why it was difficult 
for her to go against her father’s wishes and pursue a career in early childhood education: 
     It’s kind of like being in the Hispanic culture—you don’t really stand up to the dad. So 
if she wouldn’t have helped me build that courage, I don’t think I would have been in the 
field because I don’t know if I would have gotten the courage to stand up to my father. 
 
Vanessa’s experiences, therefore, highlight how a career in early childhood education within 
predominantly Latinx communities can not only lead to a salary loss or earning less wages than 
one would at a non-predominantly Latinx community, but could also lead to conflict in one’s 
family. Knowing that findings showed how much family support meant to the participants 
exemplified that the cost of serving Latinx communities as an early educator could also cost 
early educators to experience familial tension or even possibly lose the support of one’s family. 
Vanessa, in the midst of the study and the pandemic, also admitted that she was hoping to 
switch careers and had gone through the interview process for a director position at a Head Start 
preschool. Through the interview process, Vanessa reflected on how working within the Head 
Start community as a preschool director would mean that she would have to accept a pay cut in 
her salary. Thus, Vanessa’s personal experience and reflection highlighted the costs that come 
with early childhood educators’ commitment to serving their community. Moreover, she 
articulated her frustration with acquiescing to a lesser salary due to the numerous qualifications 
she had to meet to be offered the position (master’s degree, administration units, etc.).  
One exception was Emma, who had taken a different path and purposefully decided to 
work in a private school that was predominantly racially and ethnically diverse; however, the 
school was also located in and served a predominantly affluent community. Emma explained that 
 
181 
she knew working at a public school or in a lower socioeconomic setting, like the communities 
in which which she grew up, would not be able to pay her a living wage; thus, she decided to 
pursue a job at a private and affluent institution. Emma elaborated:  
     And it’s still a pretty wealthy school and, but if I work in a different school, I don’t 
make enough money to pay my bills. So, I work in a school where I can’t afford to bring 
my children, like if I was to have children, I would not be able to afford it. But it is 
enough that I can pay my bills and support myself. So that makes it a little bit of a 
difference. 
 
Emma thus revealed that although she was able to pay her bills and earn a living wage, she 
would not be able to, if she had children, enroll them in the school where she currently teaches. 
This was a striking finding because it alluded to the choices that early educators who serve 
Latinx communities are often faced with, such as in which early childhood centers can they 
afford to enroll their children.  
Overall, the findings suggested the lack of incentives for early childhood educators 
serving Latinx communities to pursue their academic and professional development through a 
credential, certification, bachelor, or master’s degree. It is apparent that even with those 
credentials or degrees, early educators serving Latinx communities are not guaranteed higher 
wages or salaries. This was further supported by the U.S. Department of Education (2016a), 
which stated that “low salaries fail to incentivize teachers to earn bachelor’s degrees. Educators 
without bachelor’s degrees have difficulty gaining higher compensation” (para. 10). Together, 
these factors help us gain insights into the possible reasons why there are so few Latinx early 
childhood educators who have credentials, permits, and/or educational degrees, and why some 
Latinx early educators end up serving more affluent early childhood education centers and/or 
communities—as a matter of survival. 
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The examples above illustrated how participants and their commitment to serving Latinx 
communities can coincide with costs to the participants in the form of being assigned extra work 
and being underpaid. Overall, the commitment to serving Latinx communities spoke to RQ 1, 
which sought to learn from stories of becoming early educators, and RQ 2, which sought to learn 
from stories as early childhood educators, and were apparent through the stories which 
highlighted how being committed to serving Latinx communities was fundamental to their 
stories of being and becoming early educators. 
What and/or Who Supported Their Journey of Becoming Early Childhood Teachers? 
The third sub-question of this study is: What and/or who supported their journey of 
becoming early childhood teachers? After interviewing the Latinx early educator participants of 
this study, it was apparent that there was an array of influences that supported their journey of 
becoming early childhood teachers such as their family supporting them throughout their 
trajectories; as well as the support of mentors such as faculty mentors, college sponsored 
mentorship programs, and in-service early educator mentorship programs. 
The Covert Support of Latinx Families 
The first finding connected to who supported the participants in their journeys of 
becoming early childhood teachers was apparent through their constant mention of family as 
their primary support system throughout their journeys, despite families doing such work in 
covert spaces such as the home enviroment. The importance of family as a support system also 
speaks to the first and second research questions of this study which inquired into the stories of 
Latinx becoming and being early childhood educators. The prominence on family within the 
stories of the participants highlighted how much the participants valued collectivism because of 
their families. As Vasquez-Salgado et al. (2015) contended, “although schooling everywhere is 
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based on individual academic achievement, many immigrant groups, such as those from Latin 
America, hold strong collectivistic values” and “often these collectivistic values center the 
importance of family collectivity (e.g. spending time with family, assisting family)” (p. 272). 
Thus, a respect for family and staying closely connected to family were prominent themes in 
Francisco, Melanie, and Vanessa’s counter-stories and their educational trajectories and teaching 
approaches once they entered the field of early childhood education. Such notions of abiding by 
authority and a duty to one’s family suggested that the participants valued and learned respeto 
(respect) from their Latinx families, which influenced their decision to stay closely connected to 
home as they navigated institutions of higher education (Valdés, 1996). 
Francisco’s first-generation identity and duty to his family were apparent through his 
decision to attend a university close to him. For example, Francisco’s attachment to his family 
led him to decide to attend a CSU to remain close to his family and live at home. He stressed his 
attachment to his family as helping him choose a university close to home by commenting: 
     But my priority was to stick around with my family. Obviously, it was kind of a 
struggle too. I mean financially and everything. I mean everybody struggles. Especially a 
lot of Latinos. Like I told you being a first-generation college student, it was not only 
hard for me, but for my parents as well. So supporting each other. I mean, I’m very 
attached to my family. So I didn’t really want to go far. Although I did get accepted to 
different locations, I said, well, this one’s closest. 
 
This finding aligned with previous research studies that documented that Latinx first-
generation students usually attended universities near their homes and families due to their 
collectivistic values (Fuligni & Pedersen, 2002; Saenz et al., 2007; Vasquez-Salgado et al., 
2015). Moreover, Francisco’s story emphasized the collectivistic values that are part of his  
value system and identity that he carried over as a Latinx college student. He expanded the 
collectivistic struggle of being a first-generation college student by divulging that the struggles 
he felt as “a first-generation college student, [were] not only hard for me, but for my parents as 
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well.” Such a statement made it apparent that for Latinx first-generation students, the college 
experience and its difficulties not only had an influence on the student but also the family. 
Within the finding of the importance of family as a support system were instances where 
the participant’s families actively altered the schooling trajectory of the participants so they 
could attend more “reputable” schools and get a “better” education. This was exemplified in how 
the families of Sofia and Vanessa were actively engaged in having access to “better” reputation 
schools either by moving to different neighborhood, gaining permits to attend a different school 
than their home school, or borrowing the address of wealthier connections to enroll the 
participants in a more reputable school site. Both participants shared that the drawbacks of 
attending such acclaimed schools led them to have fewer peers and teachers who were Latinx. 
Such a finding was reminiscent of the consequences of the Brown v. Board of Education and 
Mendez v. Westminster rulings, which sent Black and Mexican students to White schools, which 
were considered superior (Valencia, 2005). 
Sofia shared that her mother was active in her schooling and cognizant of the reputations 
of the local school sites around their neighborhood. Her family thus made sure to move to “good 
neighborhoods” and attain schooling permits to have Sofia attend a more reputable high school 
farther away. Sofia, however, revealed that the high school she attended had an obvious lack of 
Latinx students and teachers.  
Similarly, to Sofia’s family sending her to a more “reputable” school, Vanessa’s mother 
was also highly aware of the reputation of the schools in their neighborhood and actively chose 
to send Vanessa to a school in a different community with a better reputation. Vanessa’s mother, 
who worked as a housekeeper, asked her client’s permission to borrow their home address so she 
could enroll Vanessa at an elementary school in a more affluent community that had a better 
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reputation than Vanessa’s home school. Such a decision led Vanessa to attend an elementary 
school with predominantly White students and faculty and a scarcity of Latinx students and 
faculty like herself. Vanessa recalled: 
     I’m a product of L.A.U.S.D. the whole way. We used to live in North Hollywood. And 
then we move to Canoga Park. And so she started looking at the schools like ahead of 
where I was. And she said, you’re going to end up going to Canoga Park High School 
and it’s not happening. She didn’t like it at all. So she was a housekeeper for families in 
Woodland Hills. So she asked them if she can borrow their address to put me in the better 
schools.  
 
These examples elucidate the important role that family played on the educational and 
professional trajectories of the Latinx participants in this study. It seemed that the families added 
to the participants’ resiliency by instilling the value of a college education when they were young 
(despite not having attended college) and providing words of encouragement and emotional 
support while the participants navigated higher education. The findings coincided with prior 
studies that have found that Latinx culture has a firm family focus and families are usually a 
primary source of emotional support (Hernandez & Lopez, 2004). The findings also help explain 
why the participants felt strongly about working alongside Latinx communities as early 
educators and found ways to uphold collectivistic values as current early educators (e.g., by 
taking the time to teach students as well as their families).  
The examples of families finding ways to send their students (the participants) to more 
“reputable” schools during their K-12 trajectories signaled how racially segregated and 
inequitable the education system in Southern California remains. According to Kucsera et al. 
(2015), Latinx students in L.A.U.S.D. attend schools where the student population is 
predominantly Latinx; they claimed that “Latinos in LAUSD typically attend a school where 
more than 80% of their fellow students are also Latino” (pp. 550-551). In L.A.U.S.D, “the 
typical Latino student goes to a school where 80% of the students are poor” (p. 555). By contrast, 
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White students are enrolled in schools where “poor students make up just 33%”  
(p. 555). The gaps in opportunity between predominantly White Schools and schools that are 
predominantly attended by students of Color are further widened with differing school “safety 
guidelines, access to qualified teachers, and access to advanced curricula” (p. 556). Thus, 
“reputable” schools are coded language for schools with more resources and with a 
predominantly White student and faculty population, a vestige of the Brown v. Board of 
Education rulings and integration mandates that perpetuated the myth that White students and 
their teachers are more academically advanced than students of Color and, thus, students of 
Color should be allowed to attend predominantly White schools (Delpit, 2012; Ladson-Billings, 
2004; Valencia, 2005; Walker, 2009). Such findings, therefore, signaled the need for Latinx 
students to have access to an equitable education, resources that promote educational success, 
and Latinx early educators who can be empathetic to the nuanced cultural lives of their Latinx 
students. 
Mentors as Influencers 
The second finding tied to who supported the participants in their journeys of becoming 
Latinx early childhood teachers were the mentorships that they consistently equated with 
influencing and supporting them throughout their trajectories. Such a finding also speaks to the 
first and second research questions of this study which inquired into the stories of Latinx 
becoming and being early childhood educators. Mentorships that supported the participants as 
they became early childhood educators were cultivated by university faculty, college sponsored 
mentorship programs, and in-service-early educator programs. 
Some of the participants stressed the importance of faculty mentorships they forged 
throughout their educational trajectories, which they credited as helping them navigate the 
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education system to become early educators and sustain them in the field once they entered early 
education. Some instances that exemplified faculty mentorships were clarified when Francisco 
spoke of faculty mentorship relationships within his university that he sought on his own, 
including counselors and professors. Francisco said he sought to forge mentoring relationships 
with such professors because he had always been curious and adamant about challenging himself 
on how to be a better learner and educator. Francisco thus stated that he still maintained those 
relationships and connections to some of his professors. His recollections supported the notion 
that professors and faculty played an important role in making Latinxs feel welcome and 
supported in institutions of higher education (Hernandez & Lopez, 2004). 
Melanie also mentioned the important role that her professor, Dr. Jess, played during her 
graduate school experience by supporting her and understanding her hearing impairment. She 
recalled fondly how Dr. Jess expressed to Melanie her own reflections on her own teaching and 
chose to alter her teaching style (by facing the room while she spoke) to be inclusive of 
Melanie’s hearing impairment and supportive of her academic success. Melanie recalled: 
     Um, funny enough, I want to transition to Dr. Jess and how she was learning. She 
would approach me like, Melanie, why didn’t you tell me I have to like face you when I’m 
lecturing or when I’m teaching. I was like, well, you know if that’s your style, I don’t 
want to make you feel like you got to do this because I can’t hear. I don’t want to…put 
you on the spot, you know. And she and I had a conversation about this and I remember 
crying to her like, wow, Dr. Jess, I think you are by far like the one professor who really 
cared about making sure that I’m hearing and grasping, you know, the concepts in 
school. And I remember crying to her, and she’s like, oh, my god, I didn’t mean to make 
you cry. She was just an amazing support system, Dr. Jess. 
 
Melanie’s relationship with Dr. Jess exemplified how mentoring relationships with 
Latinx students can also be beneficial to professors and their own professional growth. In this 
case, Dr. Jess independently pursued how she could be a more inclusive and supportive teacher 
to Melanie, thus growing professionally and modeling better practice to her students. Through 
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Dr. Jess and Melanie’s relationship, Dr. Jess was able to learn more about hearing impairments 
and how to support students who have such disabilities, demonstrating how faculty and students 
form meaningful relationships that can be beneficial for their students’ learning (Hernandez & 
Lopez, 2004). 
Some of the participants also underlined the importance of formal mentorships that 
supported them, such as college sponsored mentorship programs, as they were enrolled in their 
teacher education programs and as they entered and remained in the field of early childhood 
education. For example, Francisco credited the mandatory policy at the CSU as connecting him 
with a Latino university counselor who helped him stay on track with the appropriate coursework 
he needed to pursue his teaching profession. Lastly, he also mentioned the educational 
opportunity program—a program that supports first-generation college students in the CSU 
system—with supporting him as well. Likewise, Vanessa also shared being part of the PECE 
(Pathways in Early Childhood Education) program at her community college, which was a child 
development grant program that guided preservice early educators by offering workshops on 
how to attain child development permits, advising on which courses to take, and demystifying 
the transfer process from a community college to a 4-year university. Vanessa explained:  
     They basically like guide you. And so my mentor was like, what’s the plan? Where do 
you want to transfer? So they help you with your college applications as well. My mentor 
is Hispanic so obviously you feel that connection with because she did know what I was 
talking about. I’m first-generation and she’s like, so am I, like, I know. The only 
difference is that she was a mom, like while doing it. My mentor, I still have contact with 
her till this day like we text, we email. But I think I was nineteen when I entered the 
program, so from nineteen all the way from community college, and she went to my 
bachelor’s graduation and my master’s graduation. So she’s a huge inspiration as well.  
 
Vanessa’s mentoring relationships at the time of the study were still present. She 
explained that her mentor encouraged her and gave her the confidence to apply to the master’s 
program when she was about to graduate from the CSU with a bachelor’s degree in Child 
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Development. Vanessa’s mentoring relationship was akin to Francisco’s mentoring relationship 
because their mentors helped them navigate the CSU system by guiding their choice of the 
appropriate coursework and giving them the confidence to continue and graduate. The mentors 
of Vanessa and Francisco also matched their gender, indicating that perhaps mentors who 
matched the mentees’ gender might pose an advantage. 
Vanessa’s mentor not only guided her in the application process to gain entrance into a 
master’s program but also gave her personal insight (Vanessa’s mentor was a graduate of the 
early childhood master’s program) into the type of support system and environment she could 
expect from the master’s in the early childhood program at the CSU. Vanessa’s mentor 
exemplified how teacher education programs can be more mindful of not only recruiting 
(informing students how to apply to their programs) Latinxs into their teacher education 
programs, but also leveraging Latinx collectivistic values by creating referral and recruitment 
programs that are more personal and relational (e.g., Vanessa’s mentor urging her to apply to the 
master’s program by giving her insight into the program and its professors). Vanessa elaborated: 
     So I was meeting with my mentor. I would go to Arrow College and still meet with her. 
Like graduation was approaching for my BA and she’s like, what are your plans? I’m 
like, oh, I’m gonna take a year off. Like, I know, I want to get my master’s - it’s always 
been in my head. But I was really scared because I’ve never known anyone personally, 
like only professors. And I don’t know what to what it takes to get your masters - what 
you have to do. Like if I’m even qualified for it. So she’s like, no, like you should apply 
for your masters. And I was basically telling her that I wanted to be a teacher and then 
work my way up to director. She’s like, oh, I know the perfect program. That’s when she 
told me about Dr. Candice. And she told me about the program. She said, I think you 
should apply. No year off. So I did it. And then I met Dr. Candice and Dr. Jess and then I 
completed that.  
 
Vanessa’s positive experience with her Latina mentor signal the benefits of peer mentor 
racially and ethnically, matching their mentees because “racially and ethnically specific peer and 
faculty mentorship programs provide an opportunity for institutions of higher education to 
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develop more personalized relationships with students and more readily respond to individual 
student needs beyond the classroom” (Rios-Ellis et al., 2015, p. 36). Moreover, “peer mentorship 
programs can provide a pathway through which underserved Latino students can receive 
assistance from high achieving peers who have undergone similar contextual experiences and 
understand first-hand the educational barriers one must overcome to achieve academic success” 
(p. 37). Thus, Vanessa’s experience within a formal mentoring program highlighted the potential 
benefits that come when institutions of higher education implement Latinx peer-mentorship 
programs.  
Latinx Early Childhood Teachers’ Stories of Being Early Educators 
To learn about Latinx early childhood teachers’ stories of being early educators in a 
community where the growing demographic majority is Latinx, I attended to what and/or who 
keeps them motivated to stay in the field. I did so because I recognized—from the literature as 
well as from their identification of obstacles—that teaching is a demanding occupation and that 
teachers of Color leave the profession at disproportionately higher rates than White teachers. 
Further, I am well aware of the realities of low compensation and long hours associated with the 
early education profession; the two teachers who were more financially secure taught children 
ages five and older. As such, I sought to learn from them about what and/or who kept them 
motivated to stay in the profession. 
What and/or Who Keeps Them Motivated to Stay in the Field? 
After interviewing the Latinx early educator participants of this study, it was clear that 
there were a variety of inspirations that kept them motivated to stay in the field of early 
childhood education such as their identification as first-generation Latinx immigrants and 
feelings of in betweenness and Nepantla; the support of their family; the support of mentors such 
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as faculty mentors, college sponsored mentorship programs, and in-service early educator 
mentorship programs; as well as a commitment to serving Latinx communities. 
Immigrant Latinx Navigating The K-12 Educational System 
The first finding linked to what has kept the participants motivated to stay in the field of 
early childhood education was apparent through some of the participants sharing how their 
immigrant first-generation Latinx identities and the lack of support they received while 
navigating the K-12 education system has motivated them to become the early educators they 
wished they had when they were young. Such a finding also speaks to the first and second 
research questions of this study which inquired into the stories of Latinx becoming and being 
early childhood educators. For instance, both Francisco and Emma shared their experiences as 
immigrants from Mexico who moved to the United States as children and experienced some 
difficulties as Spanish speakers learning English at U.S. elementary schools. Francisco, in 
particular, would often refer back to his experiences as an immigrant first-generation Latinx 
navigating the K-12 education system as motivating him to stay in the field of early childhood 
education. He specifically identified and would often mention having a difficult time learning 
English and not feeling supported by his elementary school teacher. His inadequate experiences 
as an elementary student continually motivate him to remain an early educator in order to 
support young Latinx students. 
The Covert Support of Latinx Families 
The second finding which the participants often credited with what has kept them 
motivated to stay in the field of early childhood education was the often hidden labor, support, 
and encouragement their families provided throughout their trajectories. Such a finding also 
speaks to the first and second research questions of this study which inquired into the stories of 
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Latinx becoming and being early childhood educators. For example, Melanie credited her family 
with supporting her through her educational and professional trajectory as an early educator; she 
exclaimed, “Yeah, it’s definitely been a journey. I definitely owe it to my parents. I don’t know 
where I would be if I didn’t have that strong support system that my parents had for me and my 
brother.” Through the counter-stories of the participants, it was apparent that a finding of this 
research study was the influence that family had on the Latinx first-generation students to 
continue being early educators. The families of the participants provided support for the 
participants by encouraging them to continue their education, modeling curiosity and a hunger 
for knowledge, and emotionally supporting the participants throughout their academic pursuits. 
Such findings aligned with Jabbar et al.’s (2019) argument that it is common for families of 
Latinxs to provide support through “pep talks” and “words of encouragement” that are meant to 
urge Latinx students to perceive of themselves as capable of attaining academic degrees (p. 263). 
Such research studies supported notions that though Latinx families may not be familiar with the 
higher education system, they see college as a pathway for their Latinx students to attain 
opportunities that perhaps they themselves could not access.  
Mentors as Influencers 
The third finding which the participants often attributed with keeping them motivated to 
stay in the field of early childhood education was the constant influence of mentors throughout 
their early educator trajectories who they supported them well into their careers and who helped 
them perceive themselves as capable. Such a finding also speaks to the first and second research 
questions of this study which inquired into the stories of Latinx becoming and being early 
childhood educators. Mentorships that kept the participants motivated to stay in the field of early 
education were often provided by university faculty, college sponsored mentorship programs, 
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and in-service-early educator programs. Some of the participants stressed the importance of 
faculty mentorships they forged throughout their educational trajectories, which they credited as 
helping them navigate the education system to become early educators and sustain them in the 
field once they entered early education. 
For instance, Sofia recognized one of her professors, Dr. Brand, as mentoring her and 
motivating her to pursue her national board certification as a seasoned early educator. This 
advice would eventually lead Sofia to attain her national board certification, which enabled her 
to earn the maximum possible salary at her current school site. She recalled the value in staying 
in touch with her professor even after graduating from her master’s program because her 
professor seemed to be always available via email and showed interest in keeping up with 
Sofia’s teaching career. Such a finding highlighted how professors can continue their mentoring 
by supporting Latinx students even after they graduate. The findings also highlighted how 
professors can play a vital role in relaying information on how to navigate higher education and 
the field of early childhood education by demystifying obscure credentialing, educational, and 
professional development opportunities that can help propel students to gain better-paying 
positions in the field of early childhood education. Just as in Sofia’s case, attaining better-paying 
early educator positions is likely to have an influence on the educators’ retention and sustainment 
within the field of early childhood education.  
Vanessa was mentored and supported by her professor, Dr. Candice, during graduate 
school. She recollected that one of the valuable lessons she learned from Dr. Candice was the 
importance of relationships in supporting her educational and professional trajectory. Vanessa 
stated that her relationship with Dr. Candice gave her the opportunity to perceive feedback on 
papers as “love” and feedback that were meant to make her a better student, rather than 
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criticisms to question her academic capabilities. Dr. Candice’s belief in Vanessa’s academic and 
professional capabilities motivated her to see herself as capable of successfully completing her 
dissertation and graduating from the program. Thus, it seemed like Dr. Candice included 
collectivistic values not only within her own teaching philosophy and pedagogy. Vanessa 
expanded on Dr. Candice’s mentorship by stating: 
     I love how she didn’t discourage us because I would get twelve sentence papers and 
everything was red. I was like, I can’t do this. Like, there’s no way. But I like how she 
phrased it that it’s not criticism—it’s love. Like it’s love for you to get better. So that 
changed everything for me, that shifted my thinking. It’s like no, it’s just improvement. 
It’s like she’s coaching us through this. Like I have so much respect for her. So for her to 
see that she thinks that I’m capable of like completing a thesis or completing this 
program. I’m like, okay, I can do this. And then Dr. Candice has written letters of 
recommendation for me and she lets me read them. And then I’m just like, if she says this 
about me, how do I not believe in myself? So just definitely seeing other professionals 
believe in you. So it’s kind of like a domino effect. Like we get inspired to inspire others.  
 
The support and guidance from Dr. Candice propelled Vanessa to see herself as 
competent and adept enough to be able to earn her master’s degree successfully. Believing in 
herself then had the effect of leading Vanessa to want to inspire others into believing in 
themselves too. Such an example highlighted the importance of self-concept and its link to 
“persistence in college for students of Color in general” (Hernandez & Lopez, 2004, p. 40). As 
Hernandez and Lopez (2004) elaborated, a strong self-concept is especially important for first-
generation students and is a strong predictor of college retention. Thus, it is vital for institutions 
of higher education to recognize students’ capabilities in order to encourage their self-concept. 
Such faculty mentoring relationships between the participants and faculty at their 
institutions of higher education supported DeFraitas and Bravo’s (2012) finding that faculty 
support was related to higher academic achievement in African American and Latinx college 
students because “when students feel they are respected and can be heard by faculty this is likely 
to impact them positively in many ways” (p. 7). Therefore, institutions of higher education and 
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the field of early childhood education should prepare and incentivize more teacher education 
faculty to continue mentoring Latinx early educators as they transition into the field of early 
childhood education.  
Latinx Commitment to Serving Latinx Communities 
The fourth and final finding which the participants often attributed with keeping them 
motivated to stay in the field of early childhood education were the benefits associated to being 
committed to serving Latinx communities such as being able to support and understand the needs 
of young Latinx students and their families. Such a finding also speaks to the first and second 
research questions of this study which inquired into the stories of Latinx becoming and being 
early childhood educators. 
Most of the participants indicated that becoming and being early childhood educators 
who served their community continually kept them motivated to stay in the field of early 
childhood education. The participants shared different rationales for why a commitment to 
serving Latinx communities was so important, though. Some were inspired to continue serving 
their communities due to negative experiences they encountered with their teachers or at their 
school sites. Others credited positive experiences within school sites as influencing them to 
remain committed to serving Latinx communities. Lastly, still others mentioned a mix of both 
positive and negative experiences within schooling, family experiences, and overall professional 
trajectories as leading them to want to continue serving and teaching within Latinx communities. 
Francisco, for example, credited his negative experiences in elementary school as 
inspiring him to become an early educator who serves a predominantly Latinx population. Such 
an experience led him to be reflective of his own culture and Latinx identity in order to learn 
how such intersectional positionalities and identities can be beneficial to the predominantly 
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Latinx community that he serves. That is, he is mindful of learning who his students are and 
what languages they speak so he can include their identities and cultures into the classroom. It 
was clear that he was proud of his Latinx identity and made it a point to include aspects of his 
culture and identity into the classroom, especially his language practices associated with Spanish 
as named language, since many of his students were Spanish speakers learning the language of 
U.S. schooling (“academic language” or White English—Baker-Bell, 2020), developing 
multilingually and engaging in translanguaging. Moreover, he also encouraged his students’ 
families to cultivate and sustain their children’s multilingualism while sustaining cultural 
traditions, cultures, and communicative practices. He also credited his supportive administration 
team at his current school site with helping him feel that he has agency over his classroom, 
teaching, and curriculum and motivating him to really think about his practice. 
Francisco elaborated on why it was so important to not only incorporate his roots in the 
classroom, but also the roots of his Latinx and other students of Color that he serves: 
     I try to include my roots not only my classroom, but how I present myself at all times. 
But I also try to include other languages. I also try to include the culture as well. So 
that’s kind of what I do in my classroom. I just tend to be very inclusive, when it comes to 
not only my students’ roots, their ethnicity, but I just include everything that is relevant to 
my students and their families. It’s amazing, the fact that the parents are actually also 
teaching them their language…they’re keeping it alive. Which is something that I 
treasure and value. I always try to keep telling my parents and my families, you should 
always treasure your values and, your culture, keep that language going. Because if not, 
it will die.  
 
     There’s some families that I’m working with, they tend not to speak their language. 
They’re like, oh, well, I’m gonna confuse them or something. I just say, no, no, the more 
they know, the better. There are some families who I have, the parents might not even 
really speak that much Spanish. Because there is a generation where I guess, if they 
spoke Spanish, it was seen as something bad. Or if they would speak Spanish and 
English, it was oh maybe they’re not going to be perfect at either one. I just keep telling 
them, just practice and it’s okay, make sure you keep your traditions and everything. 
Because traditions are a big part of not only the culture, the language, but I mean, our 




Some of the benefits that Francisco experienced as an early educator serving the needs of 
a predominantly Latinx community involved providing his students with the type of inclusive 
and supportive environment that he wished he had had when he was in elementary school as an 
English language learner. Moreover, serving his community allowed Francisco to sustain his 
own cultural and racial roots into the classroom and to learn about his students’ cultures, 
languages, and racial identifications, thereby expanding his notion of Latinx identity and 
practices. Lastly, working in a predominantly Latinx community allowed Francisco to educate 
parents on the benefits of speaking and sustaining family and community communicative 
practices, even when they differed from and crossed the boundaries of “named languages like 
English, Spanish, Arabic, Chinese and so on” (García & Kleyn, 2016, p. 9); after all, these are 
“socially invented categories” (p. 10), which although existent in U.S. society, having material 
effects, do not necessarily capture the multidimensional communicative practices of young 
Latinx children. Because Latinx families’ ways of linguistic systems are shaped through social 
practices that often align with dominant stories and language hierarchies, Francisco explained 
how he needed to debunk the common misconceptions that young children’s multilingual 
identities and translanguaging practices hinder their English language development. 
While an outsider may think of Latinx children as having two linguistic systems  
(García & Kleyn, 2016) and perhaps experiencing cognitive overload, Francisco as an insider 
was able to help families understand how young Latinx children can and often do draw on  
their vast language repertoires to make meaning and make sense, instead of sorting their  
words and communication according to socially invented named languages. They engage in 
translanguaging, a term which signals “transcending, ‘going beyond,’ the two named languages 
of bilinguals” (p. 10). 
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Like Francisco, Melanie also credited the negative experiences she encountered while in 
school as fueling her desire to “give back to the community.” As a child who had to navigate the 
education system with diagnosed disabilities, she recalled her family having a difficult time 
navigating IEPs and the resources available to Melanie due to her disabilities. Thus, the 
difficulties navigating the system were not only felt by Melanie but also by her parents who, as 
immigrants, were not acquainted with the U.S. education system or how to advocate or navigate 
the services for which Melanie qualified. Melanie’s commitment to serving the Latinx 
community, especially children with disabilities and their families, was thus fueled by her own 
negative and difficult experiences navigating and securing resources and tools to address 
obstacles related to her disabilities. She became an early educator within predominantly Latinx 
communities to help them gain access to and navigate the resources they might not know exist. 
Melanie remained motivated to stay in the field of early childhood education as a social skills 
provider because she feels validated when families she has serviced inform her of the positive 
influences she has had on their lives. She says the acknowledgment of her clients and families 
keep her in the field: 
     You know, especially for the Spanish-speaking families, because they don’t know. And 
so, I try to provide as much support as I can to my Spanish-speaking families. And so, to 
me, it’s like I found it, I found my niche.  
 
     And just recently, a mom sent me a text message. Look at what my kiddo said. And the 
kiddo said, “Mom, I love my new group. I can’t wait to come back.” Oh, yeah. So that 
fuels me that just motivates me.  
 
The examples above illustrate how participants and their commitment to serving Latinx 
communities are perceived as benefits to the participants. Moreover, participant commitment to 
serving Latinx communities spoke to RQ 1, which sought to learn from stories of becoming early 
educators, and RQ 2, which sought to learn from stories as early childhood educators. The 
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participants’ decision to emphasize and elaborate on their commitment to serving Latinx 
communities while becoming and being early educators highlighted how such experiences were 
central to their stories. 
Consejos From Latinx Early Educators 
The third primary research question of this study sought to learn from Latinx early 
educator participants as they shared their consejos for the early educators, teacher education 
programs, and the field of early childhood education if it was serious about recruiting and 
sustaining more Latinx early childhood educators. Their insights were of value, given that they 
identified as Latinx early educators themselves, had experienced U.S. public schooling, attended 
teacher education programs in institutions of higher education, had successfully earned a 
bachelor’s degree and/or master’s degree, and were at the time of the study early childhood 
educators. Thus, the final major finding of this study are consejos from Latinx early educators 
based on their trajectories as Latinxs being and becoming early childhood educators. Such 
consejos could be useful guidance for early educators, teacher education programs, and the field 
at large if it is serious about supporting the growth of Latinx early childhood teachers.  
Two of the participants, Emma and Sofia, stressed consejos that centered the importance 
of early childhood educators practicing self-care, taking care of their mental health, and 
advocating for their mental health and well-being to their administration team. Emma, for 
example, was the only participant who during the pandemic (and the course of this study) was 
actively teaching in person at her early childhood education center. Thus, her consejos were 
tinged with personal experience within such contexts that referred to the pandemic and the 
consequences it had on her mental health: 
     And like, in the midst of a pandemic, I feel like getting a good mask is like the consejo 
I have. You know, like it is very likely that a lot of our family members also essential 
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workers out there working full time and in the public. And like I like I know that’s kind of 
a stereotype a little bit. But I feel like most of the teachers I know, that are Latina, they 
are very likely in a family where other people are also in blue-collar jobs, and they are 
out there working. And knowing, like, part of knowing that my job means I’m going to 
keep working through the pandemic means that I know, I am the most at risk. So means 
that I’m going to stay working, it means that I need to work in order to like support my 
family. And I’m just like, it’s really depressing. 
 
     I mean, the essential workers that we’ve discovered are essential, right now are the 
least paid workers. You know, like, everyone’s like, oh, there’s gonna be a teacher in the 
White House, teachers are gonna get so much more respect. And I don’t think anyone 
ever includes the preschool teachers or the early childhood teachers. And, like, teachers 
are all essential workers, but we are the only ones that are going to put our lives on the 
line, just to stay open, to stay with the children. And you know, I know, I’ve lived on fast 
food for a long time, because it’s easier than having takeout. And so I know it’s, they are 
the essential workers too. I don’t know, it’s just, it’s depressing, because I know that it 
doesn’t matter what happens at the end of this, like we are still not going to be 
recognized as essential workers who deserve as much respect as the other teachers.  
 
Emma’s consejos accentuated pandemic safety guidelines, such as using a good mask 
while working as an early childhood educator. But she also revealed how working through the 
pandemic was not a choice, it was a necessity, or else she could lose her job and income. The 
realization that she had no choice in the matter and that other teachers (K-12 in the LA.U.S.D. or 
some charter and private schools) could work from home was “depressing.” Moreover, early 
childhood educators like her were hardly ever recognized or perceived as essential workers in the 
media or press, which made the matter even more difficult. Given demands experienced by 
teachers of young children, compared to those of essential workers, against the lack of protection 
and services available to medical personnel and other workers designated as “first responders,” it 
was important for early childhood educators to prioritize their health and take it upon themselves 
to wear protective equipment; as Emma suggested, be sure to use a good mask. 
Attending to mounting stressors associated with the COVID-19 pandemic and the move 
to online teaching, Sofia advocated that early childhood educators take their overall well-being 
and mental health seriously. She advised early childhood educators to engage in self-care 
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activities to prioritize their own well-being (e.g., physical and emotional well-being) and 
communicate such needs by advocating for them to administrators/supervisors. Sofia shared: 
     Like I took a leave from work. I just felt—I think I told you, my mother had passed 
away. Um, and just the summer break that we had wasn’t really a time to rejuvenate and 
go anywhere. I wasn’t sleeping at all and I just kind of had to take a pause and just say to 
myself, okay, I, I can’t do both things, I have to first take care of myself before I can 
figure out what this distance learning is.  
 
     And I don’t know how long I’ll be off. I don’t know if it’s like six weeks, eight weeks, 
three months? I don’t know. But everyone I’ve spoken to, my coworkers and my 
principal, everyone’s been really supportive. They’re just like, do it Sofia. That’s 
definitely something that I was thinking about. Especially Latinos and just always 
working. And what is self-care? And what does that really mean? So I’m like what is 
what is the judgment? What is the fear?  
 
The teachers experienced isolation; Emma revealed that the pandemic had prevented her 
from seeing her family and friends because she was an essential worker and felt responsible for 
keeping herself COVID free for the well-being of her school community. However, she felt that 
such restrictions had a negative impact on her mental health. Thus, maintaining personal 
relationships was important to helping her mental health and well-being. She stated that she felt 
like a pawn who was only allowed to have a life inside of the classroom, as she explained: 
     What about me and my family needs? Like my like mental health. And if I can’t feel 
like I can take care of my mental health because I can’t see my friends. I can’t see my 
family because of me I’m an essential worker, like, do I want to be an essential worker? 
Or is it time for me to stop and try to do something so that I am not seen as a pawn that is 
only allowed to have a life in the classroom? 
 
Aside from self-care and attention to their own health and safety—especially amidst the 
pandemic—the consejos from Sofia and Melanie were for institutions of higher education. First, 
Melanie advised institutions of higher education to give students better access to financial aid. 
She expanded that it is important for institutions of higher education to better inform and assist 
Latinx students financially so they can be recruited and sustained within such institutions and 
earn their degrees. Sofia advised teacher education programs within universities to include and 
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emphasize practicum coursework in field sites that were primarily located in Latinx 
communities. She suggested that early childhood teacher education programs should provide its 
Latinx students with more mentorship opportunities so they can better serve predominantly 
Latinx communities. She explained that without guidance or mentorship, Latinx early educators 
serving predominantly Latinx communities such as Title I schools (schools that predominantly 
serve low socioeconomic status communities that receive federal funding to support academic 
achievement) would “not have anything to compare it to” and are more likely to “burn our 
pretty quick, or you’re going to be in for a rude awakening.” Thus, Sofia’s advice for teacher 
education and the field of early childhood education stressed the findings of previous studies 
which found that practicum placements within teacher education programs mostly serve within 
White communities because they are regarded as being of better quality (Souto-Manning, 2019). 
Such notions of quality, a favoring of placements in White communities, and the absence of 
practicum field sites that serve minoritized communities, such as Latinxs, perpetuate racism and 
stereotypes. Communities of Color are often minoritized and marginalized in teacher education 
programs and “positioned as a problem by teacher educators”; this is “symptomatic of how 
teacher education is implicated in the re-production of racism” (Souto-Manning, 2019, p. 110). 
Another consejo from Sofia and Melanie was related to the overall theme of teacher 
education programs being empathetic to the lived experiences and educational obstacles of their 
students. For example, Sofia relayed the importance of having teacher education coursework that 
is culturally relevant and sustaining (Ladson-Billings, 2001; Paris, 2012). She accentuated such 
courses with helping early childhood educators learn how to become more reflective and mindful 
of equity and justice in their curriculum. She stated, for example, that Latinx children need to be 
read books by Latinx authors that showcase Latinx children. Sofia’s recommendations for 
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teacher education programs can be understood through Bishop’s (1990) framework for books, 
which she underscored as needing to serve as windows, mirrors, and sliding glass doors. 
Nevertheless, like books in which Latinx children sparingly see themselves reflected in their 
literature (Huyck & Dahlen, 2019), a similar reality is prominently present in curriculum and 
teaching across time and space (Souto-Manning, 2020).   
Melanie similarly stressed the importance of teacher education programs being 
empathetic with the lived experiences of their students when she shared that a consejo she had 
for teacher education programs in institutions of higher education was for them to be more 
understanding when students might not perform up to par. Melanie shared how underperforming 
on a baseline test led to her getting kicked out of an ABA (applied behavioral analysis) master’s 
program: 
     I did apply for the ABA program at Cal State. It happened about a year ago. And I got 
in, I was accepted, and that first semester, which was like an eight-week course, I did my 
best. I really, really did my best. But I didn’t meet the baseline that they asked me. And so 
they kicked me out of the program. The reason I was going into ABA was because I need 
the background to continue doing what I’m doing now, but in the ABA component and to 
get the BCBA certification, because with that I can have more knowledge in the area of 
behavior. And I’ll be honest, with a BCBA you can get a salary position not an hourly 
position because that’s what I’m trying to strive for. I’m striving to find a position where 
I can be salary and have a more like a stable income for me.  But I remember sitting in in 
Dr. House’s office, because she’s the director of the ABA program. She was trying her 
best to not show any emotion, not show any compassion, but I know she wanted to. And 
she was like, I’m so sorry. You can’t continue. You didn’t pass the first class. I think I 
would have wanted her to handle it with a little bit more empathy and more compassion. 
I’ll be honest, because I felt like if the ABA program had like at least a much better 
support system, I probably would still be in the program. I probably would still be trying 
to getting a second Master’s getting that BCBA. I think they really need to work on their 
communication skills and support system. That’s my opinion. 
 
Melanie’s consejo stressed the importance of counselors and program directors acknowledging 
some of the variables outside of academics that might be affecting a student’s academic 
performance in racialized ways. Showing empathy and trying to understand why a student is 
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underperforming academically in order to support such more effectively should be essential 
protocols for teacher education programs if they are serious about sustaining early educators. 
Lastly, the consejos for early childhood educators from Melanie and Vanessa focused on 
encouraging early educators to see themselves as worthy, flexible, and capable of overcoming 
challenges they face on their educational and professional paths. They both stressed the 
importance of establishing collaborative partnerships and networks with other early educators, 
and named the advantages of doing so. Relationships with mentors, for example, were crucial. 
Thus, the consejos accentuated the importance of collaborating and sharing ideas. The 
participants highlighted the benefits of collectivistic values that Vanessa also urged early 
childhood educators to “say yes” to as opportunities that expand their expertise, experience, and 
professional network in the area of early childhood education. 
The examples above answered the third research question of this study, which was: As 
they reflect on becoming and being Latinx early childhood teachers, what consejos do they have 
for the field of early childhood education if it is serious about supporting the growth of Latinx 
early childhood teachers? The findings above revealed consejos from the Latinx early educators 
(major finding) as they reflected on being and becoming early educators. The participants, for 
example, emphasized and elaborated on advice for early childhood educators that were reflective 
of the stressors exacerbated by the COVID-19 pandemic era and thus emphasized: practicing 
self-care, taking care of their mental health, and advocating for their mental health well-being to 
their administration team. Other participants spoke to institutions of higher education by advising 
them to provide better financial aid or pathways for Latinxs wanting to attain their early 
education degrees. Moreover, other participants urged the field of early childhood education to 
economically incentivize Latinx early educators and to recognize the importance of Latinx 
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cultural values, such as interdependence and collaboration and ways such cultural assets could 
help inform the field and sustain Latinxs in the field of early education. 
Conclusion 
As Latinx first-generation students, the participants gave insight into how the lack of 
support they received as first-generation Latinx students fueled them to become teachers. Family 
members were often hidden players in supporting and motivating them to enter the field and stay 
in the field of early childhood education. Their familial support system was a constant thread of 
support throughout their trajectories that often acted a buffer to the obstacles they encountered as 
they navigated institutions of higher education. Such experiences spoke back to the research 
questions of this study pertaining to what influenced, motivated, and supported the Latinx 
participants on their journeys to becoming and being early educators. 
Obstacles that were most frequently cited were linked to being first-generation students, 
such as navigating institutions of higher education, attending predominantly White schools and 
experiencing racism within such settings, and understanding the layered effect of identifying as 
immigrants while being educated in the United States. Such insights helped answer the research 
questions of this study on whether Latinx participants encountered obstacles during their 
trajectories.  
Regarding the research questions pertaining to what supported, motivated, and influenced 
the participants to remain in their early educator trajectories, mentorships were frequently cited 
as most influential. Mentorships and relationships with university faculty and peers were often 
professed as facilitating their navigation of the unknown terrain of institutions of higher 
education and the field of early childhood education.  
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Speaking to the research question concerned with motivating factors that kept the Latinx 
participants in the field was their commitment to serving Latinx communities so they could help 
pay it forward to communities like their own. However, a constant obstacle within their 
trajectories were economic hardships, both in being able to afford institutions of higher education 
and being able to earn a livable wage as they became early childhood educators. The Latinx early 
educators who successfully navigated the U.S. public education system, institutions of higher 
education, and the field of early childhood education for at least five years subsequently gave 
future and current early childhood educators, teacher education programs, and the field of early 
childhood education good advice (consejos) on how to better recruit, retain, and support Latinx 
early childhood educators. Such insights spoke to the last research question of this study 
concerned with consejos that the Latinx early educators could offer to the field of early 
childhood education if it is serious about supporting the growth of Latinx early childhood 
teachers. 
In the next and final chapter, I offer implications for early childhood educators, teacher 
education programs, the field of early childhood education, including policy and research. In 
doing so, I offer future directions that can be taken to better recruit and retain Latinx educators in 
the field of early childhood education. It is important to acknowledge that though the findings of 
this study coincided with the counter-stories and trajectories of five Latinx early childhood 
educators, and thus are not representative or generalizable to the wide array of Latinx educators 
in the field of early childhood education. Yet, implications of these counter-stories are still 
valuable because they provide a nuanced perspective of possible ways to reimagine and reshape 




Chapter VI: IMPLICATIONS, LIMITATIONS, AND CONCLUSION 
In this chapter, I reflect on the findings of my dissertation study and how they relate back 
to the research questions of this study. I also offer implications for early educators and for 
research, early childhood teacher education programs, early childhood policy, and the field of 
early childhood education. I end this chapter by considering the limitations of the study and 
subsequently offer a brief conclusion. 
Implications 
Through the counter-stories of the Latinx participants of this study and their experiences 
navigating predominantly-White schools and being taught by White early educators, it was 
apparent that one implication from this study is the need for more Latinx early educators within 
the field of early childhood education. More specifically, there is a need for Latinx early 
childhood educators to serve predominantly Latinx communities so students can see themselves 
represented by teachers of similar racial, cultural, and linguistic identities and thus benefit 
emotionally, socially, and academically (Brown, 2014; Egalite et al., 2015; Gershenson et al., 
2017; Jackson & Kohli, 2016; Villegas et al., 2012). Latinx early childhood educators need to 
discern themselves and be recognized as valuable and much-needed educators who hold 
powerful Latinx cultural, linguistic, and other funds of knowledge (Moll, 1998) that can 
positively benefit future generations. 
Family and the collectivistic values that supported the Latinx early educator participants 
throughout their trajectories also comprised a prominent finding leading this research study to 
urge early childhood educators to acknowledge and incorporate familism and collectivistic 
values within their early childhood education classrooms to better support Latinx children. By 
getting to know Latinx students’ families, early childhood educators can learn how to incorporate 
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such essential support systems meaningfully into their classroom as well as how to include their 
funds of knowledge. Furthermore, by getting to know Latinx students and their families, early 
educators can get an opportunity to learn more about the collectivistic values that tend to be 
foundational to most Latinx households and communities. 
A recommendation for Latinx early childhood educators based on the findings of this 
study is also for Latinx early childhood educators to practice self-care and prioritize and 
advocate for their mental health. As evidenced in this study, Latinx early educators were likely to 
serve Latinx communities, where they encountered a larger workload due to the lack of resources 
and faculty available. The findings of this study were expected, given the literature which has 
found that teachers of Color burn out quickly because they are commonly placed in school 
communities that are usually under-resourced (Achinstein et al., 2010; Kohli, 2012). Thus, it is 
essential for systems to attend to Latinx teachers’ mental health, quality of life, and well-being to 
become a priority that is an imperative for Latinx teacher retention. 
Some of the participants also shared the racism and feelings of not belonging that they 
encountered while navigating predominantly White schools that were considered more reputable. 
An implication from such findings is that early educators in predominantly White-serving 
institutions should acknowledge that Latinx and other students of Color in these institutions are 
going to need extra investment from faculty and administrators. In tandem, centering the voices, 
values, and histories of Latinx communities is necessary if early educators within White 
schooling spaces (Paris, 2012; Souto-Manning, 2013). 
Implications for Researchers 
Possible implications of this study for future researchers pertain to the utilization of a 
FotoHistorias methodology and are reflective of the power of employing such a methodology 
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within a digital space (which, in this case, happened due to the global COVID-19 pandemic). For 
example, having pláticas over Zoom with the participants of this study allowed me to better 
understand the affordances of partaking in conversational interviews through a digital platform. 
Being able to meet with the participants over Zoom meant less time commuting to a public 
space, such as a coffee shop or park for the interview. Thus, the interviews were perhaps easier 
access and took up less of the participant’s time. Such affordances are an implication for 
researchers because digital platforms such as Zoom can allow researchers to be able to reach 
participants who are perhaps inaccessible due to their location or who are busy with other time 
constraints (such as work and/or taking care of families).  
Conducting conversational interviews through a digital platform like Zoom allowed for 
the creation of a space that felt both comfortable and intimate because the participants and the 
researcher were able to have access to each other’s home environments. Yet, still distant enough 
to have some sense of privacy and control over one’s environment, such a being able to mute 
sounds and being able to pick which location in the home to show.  
Lastly, conducting the FotoHistorias in a digital space allowed the participants the ability 
to be in an environment where they could easily access other photographs that they could use to 
spark further conversations about their trajectories in being and becoming early childhood 
educators. The implications of this study for future researchers underscores the unique benefits 
of utilizing a digital space to meet and interview participants, especially when such interviews 
are guided by fotos, which can more easily be accessible in home settings.   
In the following subsections, I attend to more specific, actionable recommendations 
generated from the implications to a variety of stakeholders, e.g., early childhood teacher 
education programs, policymakers. In doing so, I offer an agenda forward, based on the 
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experiences and journeys of the participants in this study. While there are more implications and 
recommendations that could be offered, below I identify some of the most pertinent, timely, and 
consequential ones. 
Implications for Early Childhood Teacher Education Programs 
Although we have long known that shifts and trends in “demographics indicate that the 
nation’s colleges and universities must prepare themselves, if they have not already done so, to 
serve a population that is more racially and ethnically diverse than any other time in the nation’s 
history” (Flores & Park, 2013, p. 115), based on the lived experiences and navigations of the five 
participants of this study, this is not (yet) being done in a systematic and intentional manner. 
Findings highlighted the ways in which participants, who self-identified as first-generation 
Latinx students, persevered in their trajectories through teacher education programs in 
institutions of higher education through the assistance of various support networks, such as their 
families, mentorships, and financial assistance. While some of these networks were in place 
formally through university or college-sanctioned programs, others were more informal. Based 
on findings, teacher education programs and institutions of higher education stand to better 
support Latinx students if they more systemically acknowledge the need for and work to leverage 
support systems found to be essential by the participants.  
Notably absent were official and informal examples of how institutions of higher 
education and teacher education programs acknowledged, welcomed, embraced, and 
incorporated the families of first-generation Latinx students. Thus, a recommendation and 
implication of this study is for institutions of higher education to acknowledge and create 
inclusive environments within their context to better support Latinx students so that they feel a 
sense of belonging. Such environments would not unilaterally benefit Latinx students and their 
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families but would create the grounds and collaboration to leverage and sustain the cultural 
practices, values, stories, legacies, and voices of Latinx students, families, and communities. 
This is especially pertinent, given the demographics of teacher educators in the United States, 
which is predominantly White. 
Based on the findings from this study, I offer the following calls for action as 
representations of commitments, which need to be situated and contextual while upholding 
culturally sustaining pedagogy (Paris, 2012; Paris & Alim, 2014, 2017) and committing to the 
pursuit of justice. While these are not prescriptive, they offer insights into tangible possibilities: 
1. Learning from Latinx families and communities: Given the importance of families 
in early childhood education, early childhood teacher education programs must 
commit to developing an in-depth understanding of Latinx families, considering 
families’ influences not only on young children but how these play out and impact the 
lives of Latinx students. This requires making an effort to learn about each student’s 
relationship with their family and understand (instead of judge) their unique familial 
values, practices, and obligations. Such a rapport among the university faculty 
(professors, counselors, etc.) and early childhood teacher education students could 
allow faculty to gain insight into how to orient their programs to culturally sustaining 
pedagogies, thereby collaborating with and learning from Latinx students and their 
families. Such horizontal learning partnerships (Souto-Manning & Martell, 2019) 
have the potential not only to transform teacher education courses and programs but 
also to improve the overall campus environment.  
2. Attend to transitions, especially attending to supports needed for first-generation 
students: While much research has attended to the importance of educational 
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transitions, the findings indicated the need to attend to the multiple transitions Latinxs 
experienced as they pursued an early childhood teaching degree. Many of these 
transitions are fraught with stressors and uncertainty. Because participants were often 
the first ones to attend college or, specifically, college in the United States, they did 
not have the understanding and support needed to navigate such transitions 
seamlessly, despite the “important developmental significance” of “the transition to 
college…because it lays the foundation for future success” (Vasquez-Salgado et al., 
2015, p. 298). Although the findings stressed the foundational role that families 
played on the participants’ transitions into and throughout their experience in 
institutions of higher education, there was little attention in the system to or an 
understanding of familism and closeness to Latinx students and their families. 
Implications point to the need to remediate this systemic silence. 
3. Upend Whiteness as the normalized culture of U.S. higher education: It is 
important for teacher education programs and institutions of higher education to 
recognize how they usually preserve, protect, and center Whiteness under the cover of 
embracing U.S. culture. The Whiteness embedded within U.S. higher education 
communicates to Latinx students, as evident in the counter-stories of the participants 
of this study, to feel like they do not belong and/or fit in, that they need to perform 
Whiteness, work twice as hard, and so on. Moreover, Whiteness within U.S. higher 
education emphasizes individualism because “social relationships are with nonfamily 
members and often impermanent, for example, classroom teachers and fellow 
students in a class; academic performance by each individual is the central organizing 
principle. Therefore, values are generally individualistic” (Vasquez-Salgado et al., 
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2015, p. 273). This conflicts with values Latinx preservice teachers are likely to have 
developed within the context of their own families and communities. This often 
ignored and silenced component of teacher education communicates to Latinx 
preservice teachers and other teachers of Color that they do not belong. To remedy 
early childhood education as sites for the exclusion of Latinx preservice teachers, 
institutions of higher education and their teacher education programs must examine 
how principles and values, which have long guided their functioning, may be part of 
the project of Whiteness. A case in point involves individualistic principles of 
programs and universities, which clash with the typically prized Latinx notion of 
cultural collectivism.  
4. Set up mentoring prior to, during, and post-teacher education program: Many of 
the participants emphasized the value that mentors played in their educational 
trajectories through institutions of higher education. The implications of this study 
therefore argue that though institutions of higher education typically perpetuate 
individualism instead of collectivism, institutionally sanctioned mentorship programs 
of Latinx students can help mitigate the mismatch in values and retain Latinxs within 
such institutions. These mentorship programs need to attend to transitions (from high 
school to college and from college to the workplace) and must happen in coordinated 
ways. Given the importance of racial and ethnic matching in mentor-mentee 
relationships, it is important to organize these mentoring spaces according to racial 
affinity. Additionally, because the participants identified the need for multiple 
mentors (teaching, navigating universities, advisement, lifelong coaching), these roles 
cannot simply be fulfilled by one person, but need to entail a collective of mentors. 
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5. Embrace a more collectivistic approach and philosophy: This can take place by 
supporting student organizations of Color on campus and facilitating connections 
with incoming Latinxs so that first-generation Latinxs can easily find community 
within their campuses. Counter-spaces within and outside of early childhood, high 
school, and university settings would enable minoritized Latinx students to process 
and confront racist incidents, microaggressions, and feelings of otherness or 
ineptitude in a collectivistic environment that is reflective of their cultural values and 
can help sustain and preserve their racial and cultural traditions (Solórzano et al., 
2000; Yosso, 2005, Yosso et al., 2009). Such spaces can serve as sites for 
microaffirmations (Solórzano & Huber, 2020) and healing. 
6. Learn from the practices of teacher education programs in MSI and HSI: 
Because all of the participants attended and successfully graduated from teacher 
education programs in Minority-Serving Institutions (MSI) and Hispanic-Serving 
Institutions (HSI), another implication signals a need to further examine the role, 
factors, and influences that attending MSI and/or HSI has on Latinx students in early 
childhood teacher education programs.  
7. Abolish deficit-based understandings of Latinx individuals, families, and 
communities: As the findings of this study also revealed, some of the participants’ 
experiences with early educators described how early childhood teacher educators 
perceiving them from a deficit-based perspective because they were Latinx, and they 
remained indifferent to the students’ cultural and linguistic assets. Such findings offer 
an implication for teacher education programs because they stress the need for early 
childhood education teacher education programs to be more proactive in engaging all 
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future educators in coursework that emphasizes culturally relevant and sustaining 
pedagogies and curriculum that honor the ingenuity of young students of Color 
(Ladson-Billings, 2001; Paris, 2012). For example, teacher education programs can 
begin by asking their students to take courses that make space for preservice and  
in-service teachers to reflect on their own biases, experiences, and assumptions on 
culture. As Souto-Manning (2013) proposed, “engaging in culturally relevant ways of 
teaching immigrant and diverse children requires teachers to examine their own 
cultural experiences, beliefs, and values” (p. 76).  
8. Abandon standardized tests and other gatekeeping mechanisms for admissions: 
As this study showed, standardized tests such as the SAT served as a gatekeeper for a 
number of participants. The SAT and other standardized tests serve to justify the 
Whiteness of preservice teachers and of the teaching profession and, as such, need to 
be abandoned because they are tools for the protection of Whiteness in teacher 
education (Picower, 2009) and affect Latinx teachers’ perceptions of their intellect, 
affect, and performance in courses (they come to see themselves as being incapable 
or, as Emma posited, “stupid”). Given how these tests have been shown to be racially 
biased and disproportionately disadvantage students of Color, they must be abolished. 
9. Invest in teachers of Color through service-obligation programs: One of the 
consejos issued by participants was to invest in paying for Latinx teacher education as 
long as they work in public settings (e.g., Head Start, L.A.U.S.D.) to serve Latinx 
young children. Although this is not necessarily a novel idea, it has been shown to 
work; Carver-Thomas (2018) identified service-obligations as one of the most 
effective ways of recruiting and retaining teachers of Color (TOC) in the United 
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States. As such, instead of complaining that TOC—Latinx, Black, Indigenous, and 
other persons of Color—are not applying, early childhood teacher education 
programs need to invest in the preparation of TOC as an imperative for equity and 
justice as a mandate. 
10. Learn from California’s community college to California State University (CSU) 
pipeline. Four of the five participants first attended a California community college 
to earn their general education (GE) courses before transferring such GE coursework 
to a CSU. Thus, a key thread in this study pertained to what can be learned from the 
community college to CSU pipeline in California. Attending a California community 
college alleviated the participants’ financial burden of attending institutions of higher 
education in the long run. Also, the transition from a community college to a CSU 
was seamless because of the easily transferable coursework. Thus, if institutions of 
higher education around the nation are serious about diversifying the early childhood 
education profession, they can learn from the California community college to CSU 
pipeline and understand how to better coordinate the community college to university 
pipeline in their own state. 
Implications and Recommendations for Early Childhood Policy 
The findings from this study offer important implications for early childhood policy. 
While rising requirements and mounting demands continue for early childhood teacher licensure, 
little attention has been paid to the following factors, which, I propose, are implications for early 
childhood education policy: 
1. Establish a moratorium on individual-onus-certification measure and 
requirements: That is, while research has linked early childhood teacher certification 
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to quality, and this association has meant a shift to requirements for early childhood 
educators, policies have by and large inadequately attended to the financial burdens 
associated with certification requirements. Based on the findings of this study, there 
was enormous tension between requirements and compensation in early childhood 
education. Thus, a recommendation for policymakers is to shift the onus for 
certification measures and requirements to the state. Since early childhood education 
is essential to the functioning of society, teacher certification requirements should be 
paid for by the public. While this is a new idea in the U.S. context, this is a well-
established and accepted practice in countries deemed to be high-achieving, such as 
Finland and Singapore. Such a practice, shifting the certification from individual 
teachers to society, has the potential to start addressing teacher shortages in early 
childhood education. This leads to my second recommendation for policymakers. 
2. No-cost early childhood teacher education programs: As the findings of this study 
underscored, the financial burdens associated with college costs nearly prevented 
participants from becoming early childhood teachers. Given the dismal number of 
Latinx early childhood teachers and the lack of wealth accumulation by first-
generation college students of Color, such as the ones who participated in this study, 
no-cost bachelor’s and master’s degree programs in early childhood education should 
become the norm, especially for those committed to working in publicly funded 
education institutions. Such a policy has the potential not only to start ameliorating 
the shortage of early childhood educators but is likely to lead to a more diverse 
profession, making it possible for low-/no-income families and communities 
(predominantly of Color in the United States) to enter the profession. Again, countries 
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such as Finland and Singapore already have no-cost teacher education programs, 
which are not limited to early childhood education. Reframing teacher education as a 
societal investment is not only likely to ameliorate shortages, but to enhance quality 
and to attract more diverse individuals to the profession. 
3. Do away with hourly wages and establish salary parity: One of the key findings of 
this study was the precarious financial situation affecting early childhood educators. 
Many were paid hourly wages and did not hold salaried positions. Further, their 
wages were compared to those of family members who were fast-food workers. 
Notwithstanding the value and hard work of fast-food workers, one implication of 
this study is that if policymakers want to address teacher shortage and attrition, 
especially in the field of early childhood education and particularly in communities of 
Color, they must do away with hourly wages—which reify the precarity of the 
profession—instead mandating salaried positions with associated benefits. Further, 
learning from high-achieving countries such as Finland and Singapore, policymakers 
must attend to salary parity—ensuring that there is parity between public and private 
early education positions, parity with K-12 teacher salaries, and—most importantly—
parity (at least at the entry level) with salaries in other professions associated with 
civil service (e.g., nurses, doctors, engineers). 
4. Establish a path to citizenship for early childhood educators: One of the findings 
of this study was that un(der)documented individuals faced additional burdens to 
become early childhood teachers, including the cost of attending institutions of higher 
education. Yet, as highly skilled workers and much-needed civil servants addressing 
an area of shortage, un(der)documented early childhood educators stand to ameliorate 
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shortages and contribute to the much-needed diversity of the teacher workforce, 
which has proven benefits. This implication is not utopic; it may be addressed simply 
by expanding H-1B visas (highly skilled workers) to early childhood educators. 
Expanding H-1B visas (Specialty Occupations, DOD Cooperative Research and 
Development Project Workers, and Fashion Models) to include early childhood 
educators requires policy reclassifying early childhood education as “a specialty 
occupation” and recognizing early childhood educators as providing “services of 
exceptional merit and ability” and extending such classification to departments of 
health (which often govern early education 0-5) and of education, instead of 
restricting such services to those “relating to a Department of Defense (DOD)” (U.S. 
Citizenship and Immigration Services, 2021). Currently, while fashion models qualify 
for such visas, early childhood teachers do not. This could, and I would argue should, 
be extended to early childhood educators by policymakers, who then need to consider 
more durable solutions, including pathways to citizenship. 
5. Specialized high-school and college counseling for first-generation students: One 
of the findings of this study is that participants (like Francisco) thought they could  
not afford going to a top institution of higher education. Others struggled with 
preparation for the SAT and selecting colleges. Another finding was that counselors’ 
cultural orientations to college choice failed to attend to important values to Latinx 
students, families, and communities—familism, interdependence. Attending to first-
generation counseling in high schools that recognize and attend to cultural values  
of racially and ethnically minoritized communities is essential to remedy the 
misguidance students receive, as did the participants in this study. As such, 
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policymakers should attend to specialized counseling and racial-/ethnic-matching 
between counselors and students; this proved to be an important support for many 
participants of this study. 
6. Recategorize and increase funding to HSI and MSI: One of the key learnings from 
this study was that all participants had successfully navigated the journey of 
becoming and being early childhood educators. This suggests unique factors in HSI 
and MSI support Latinx first-generation students. An implication for policymakers is 
to recategorize MSI and HSI as sites from which research universities/top universities 
in the field can and must learn (in California, UCs). Simultaneously, recognizing the 
power and importance of the work done by such institutions, policymakers should 
move to increase funding for such institutions. 
Recommendations 
Overall, this study offers important recommendations for the recruitment and retention of 
Latinx early childhood educators—two key problems identified in the research literature 
(identified in Chapter I and reviewed in Chapter II). 
Recruitment  
Many of the participants shared instances when they experienced racism and cultural 
insensitivity during their early childhood education. Such findings emphasized why there is a 
need for more teachers of Color, such as Latinxs, to join the field of early childhood education. 
There is a need for more Latinx early childhood educators because they can “serve as cultural 
mediators, have an increased sensitivity to and awareness of the challenges faced by students 
from racially minoritized backgrounds” (Souto-Manning & Cheruvu, 2016, p. 11). Latinx early 
educators thus have an understanding of how to navigate various systems within the U.S. 
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(including the education system) and such experiential knowledge perhaps helps Latinx 
educators better understand the challenges that their young Latinx students face and thus better 
support such young Latinx students as they navigate such systems. 
Based on the findings of this study, the benefits of recruiting more Latinx early educators 
are not limited to only young Latinx students. Recruiting more Latinx early educators can also 
benefit Latinx to be inspired and recruited to enter teacher education programs and become early 
educators. For example, Vanessa and Melanie both shared how their Latinx early educator peers 
and mentors helped inform them about teacher education programs. Thus, mentoring (either 
endorsed by teacher education programs or less formal mentoring) is a vital way in which Latinx 
early educators can be recruited into teacher education programs within institutions of higher 
education. Mentoring can prove especially powerful for Latinx who identify as first-generation 
students, who could benefit from learning about the experiences and insights of Latinx who have 
successfully navigated teacher education programs, institutes of higher education, and are in the 
field of early childhood education.  
As evident in the types of mentoring that the participants experienced throughout their 
trajectories in becoming and being early childhood educators, mentoring needs to be (re)defined 
as dynamic and expansive; it must evolve with the early childhood teachers’ professional and 
personal needs and trajectories. Insights into the importance of such dynamic mentoring can be 
gleaned from the participant’s stories of how mentors shared information on how to apply to 
institutes of higher education, what courses to take, what professors to seek advice and form 
relationships with, and checking in on them from time and having a friend to rely on. In a way, 
the mentoring for Latinx early childhood teachers was situated in an in-between space; being 
situated within the fluidity and liminality of Nepantla (Anzaldúa, 1987). 
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The power of mentoring and the ways in which mentoring can be dynamic and evolve 
based around the needs of the Latinx early educators within the mentoring relationship have 
implications for teacher education programs. Early childhood teacher educator programs should 
establish, support, and financially back mentoring programs for Latinx early educators to mentor 
Latinx who are considering entering teacher education programs (such as when they are in 
community college or high school), while they’re enrolled in teacher education programs, and 
once they graduate and enter the field of early childhood education. Mentoring should be 
perceived by teacher education programs as a progression of support for Latinx that needs to be 
provided at different points in time throughout their trajectories as early childhood educators in 
order to recruit and sustain them within the field. Thus, the field of early childhood education can 
begin to accept its answerability to fostering a more diverse early childhood teacher workforce. 
One important pathway for doing so is by focusing on mentoring more Latinx teachers into the 
field. Mentoring and recruiting more Latinx early educators stand to benefit both young Latinx 
students and to Latinx early educators. 
Retention 
Mentoring also has implications for the retention of Latinx within teacher education 
programs and the field of early childhood education. As was mentioned in the section above, the 
mentoring that the participants of this study received was dynamic and evolved with the needs of 
the Latinx educators throughout their early educator trajectories. Thus, mentoring can help retain 
and sustain Latinx while they are enrolled in teacher education programs and as they enter the 
field of early childhood education. Mentoring relationships can intentionally be cultivated to be 
maintained and shadow Latinx early educators throughout their early educator journeys. 
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As more Latinx early educators are mentored and sustained within the field of early 
childhood education, there will be a larger pool of experienced Latinx early educators who are 
available to mentor novice Latinx early educators. Due to the collectivistic orientation of Latinx 
communities and practices – mentoring can also prove beneficial to more veteran Latinx early 
educators to establish counter-spaces where they feel like they belong within institutions and a 
field that at times cannot be welcoming to Latinx. Mentoring can forge the creation of counter-
spaces amongst and for Latinx early educators. Ultimately, the dynamic nature of mentoring can 
also pave the way for reciprocal relationships where individuals are mentoring one another and 
roles can be fluid and adapt to the needs of the Latinx educators involved. 
Retention also has to be linked to increasing the financial compensation as an imperative. 
As was evident in the counter-stories of some of the participants, there is an urgent need for the 
field of early childhood education to compensate its early educators with a livable wage. As 
stated previously in the findings, “most early childhood educators earn so little that they qualify 
for public benefits, including for the very programs they teach targeting low-income families” 
(U.S. Department of Education, 2016a). Correspondingly, the average U.S. preschool teacher 
earns about $28,000, while the average U.S. elementary school teacher earns $54,890 (U.S. 
Department of Education, 2016a). Thus, an implication for the field of early childhood education 
is to pay early childhood educators a livable wage in order to retain more early educators of 
Color, such as Latinx. It is unfair to expect excellence from early educators who do not have 
their basic, most fundamental needs met, such as housing security, food security, mental health, 
and well-being.  
There is an ongoing movement to elevate the quality and field of early childhood 
education by requiring early educators working with ages 0 through 8 to pursue and attain a 
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bachelor’s degree or higher (U.S. Department of Education, 2016a). However, “low salaries fail 
to incentivize teachers to earn Bachelor’s degrees. Educators without Bachelor’s degrees have 
difficulty gaining higher compensation” (U.S. Department of Education, 2016a). An implication 
of this study, then, is for the field of early childhood education to find ways to incentivize early 
educators to pursue their bachelor’s degrees or higher because “an early childhood workforce 
without the necessary competencies compromises the quality of learning experiences for young 
children and their subsequent outcomes” (U.S. Department of Education, 2016a). The field of 
early childhood education writ large and policymakers in particular should attend to, consider, 
and reflect on the following questions: How can we expect current or future early educators to 
fund their own education without a guaranteed higher salary or even livable wage? What are the 
incentives for early childhood educators to pursue a higher education if they know the financial 
payoff will be minimal or uncertain? The field of early childhood education must first re-
examine its treatment of the current and future workforce before laying out expectations and 
demands of what kind of education early childhood educators should attain. Moreover, such 
policies demanding and categorizing early childhood educators and their quality based on their 
educational levels serve as a gatekeeping technique that further exacerbates the economic 
disparities among early educators.  
Limitations 
I worked to establish the trustworthiness and validity of this study by purposefully using 
the participants’ voices and photographs in the creation of the counter-stories. However, here, I 
acknowledge and explain some of the limitations of this study. The first limitation was the 
recruitment of the participants. All of the participants earned their degrees at various California 
State Universities (CSUs); thus, the findings can only speak for the experiences of students who 
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earned their degrees at teacher education programs within CSUs. Because CSUs are MSI and 
HSI, it would be beneficial for future studies on Latinx early childhood educators to recruit 
participants who did not attend a CSU, or an MSI or HSI. Such a study might elucidate a better 
understanding of how non-CSU, MSI, or HSI alumni experiences differed from the participants 
in this study and what the role of attending an MSI or HSI might have—if at all—in Latinx 
teachers becoming and being early childhood educators in predominantly-Latinx communities. 
Another limitation was that this study took place during the global COVID-19 pandemic. 
Conducting this study during that time made recruiting participants difficult because many 
people were overwhelmed with uncertainty, health issues, job loss, and/or tackling extra labor as 
a product of the pandemic. Moreover, the uncertainty and issues that came with being an early 
childhood educator during a global pandemic were inevitably present in this study. It would be 
beneficial for future studies on Latinx early childhood educators to conduct a study post-
COVID-19 pandemic to better understand if the conditions experienced and FotoHistorias shared 
were exacerbated or created by the pandemic. 
The pandemic also limited the span of this study by limiting the conversational 
interviews with the participants to only digital spaces. Though I was able to see them through the 
computer screen, audio issues sometimes affected the clarity of the conversations. Meeting 
someone through Zoom is very different from meeting someone and conversing with them in 
person. I was not able to pick up on nervous habits, eye contact, or other nuances that one can 
only perceive in person. Thus, future studies on Latinx early childhood educators could focus on 
conducting a study out of digital spaces. 
Another limitation was immigration status. I was born in the United States, so I have very 
different lived experiences than Emma and Francisco, who immigrated from Mexico. Though I 
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reflected on their experiences and their stories, I could never fully know what it is like to be an 
immigrant because I am not an immigrant myself. 
Conclusion 
This study was inspired by my own contrasting experiences as a Latina early childhood 
education doctoral student navigating a predominantly White-serving institution and comparing 
them to my experiences as a master’s student in early childhood education navigating a 
Hispanic-serving institution. Feeling unrepresented within the White-serving institution was a 
shocking experience that made me realize how special it was to have been able to attend a 
Hispanic-serving institution that made me feel represented and welcome, as if I belonged there. 
More research is needed that attends to the experiences of Latinx early childhood 
educators, focusing on what supports them in their journeys of being and becoming early 
childhood teachers. Much of the existing research has focused on the obstacles faced and trauma 
experienced. Notwithstanding the importance of identifying and removing such obstacles and 
righting such wrongs, it is important that research not reduce our experiences and journeys to 
traumas and obstacles. We are a diverse and resilient community. We have values and practices 
that are rich. These—alongside the full humanity of Latinx teachers—need to be addressed. 
While this is simply the first step of a long journey, whereby I plan to engage in activist 
research advocating for the rights of Latinx early childhood teachers, I hope that through this 
dissertation study, Latinx early childhood educators realize how vitally important and needed 
they are within the field of early childhood education. I also hope that through this dissertation, 
teacher education programs and the field of early childhood education bear witness to the 
experiences of Latinx early childhood educators. May bearing witness to these participants’ 
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experiences lead early childhood teacher educators, policymakers, and the field of education at 
large to make the necessary shifts toward much-needed transformations.  
Ultimately, I hope that the counter-stories in this dissertation can lead to a critical 
reorientation and shift in conversations. That is, instead of focusing on recruitment and the lack 
of Latinx early childhood educators, and incentivizing them to enter the profession, the focus 
must entail a robust commitment to and work for actions and transformations that shift the 
conditions experienced by Latinx early educators so that their humanity, expertise, cultural, and 
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Appendix A: Methods for Data Collection 
Research Question(s) Method(s) Used  Time and 
Frequency of Data 
Collection 
Purpose of  
Data Collection 
1. How do Latinx early 
childhood teachers in the 
County of Los Angeles, 
California (where Latinxs 
are the growing 
demographic majority) 
verbally portray their stories 











1a. What informed their 
decision to become teachers? 
 
1b. What obstacles—if any—
did they encounter? How did 
they negotiate them?  
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supported their journey of 
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throughout the study 
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basis) 
(August 16, 2020 
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2. How do Latinx early 
childhood teachers verbally 
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community where Latinxs are 
the growing demographic 
majority? 
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3. As they reflect on 
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early childhood teachers, 
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serious about supporting the 
growth of Latinx early 
childhood teachers? 
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Appendix B: Timeline for Study 
April 6, 2020 Dissertation Proposal Hearing 
April 6 – July 8, 2020 IRB submission, revisions, and final submission 
July 8 – August 24, 2020 Participant recruitment (3-5 participants) 
August 16 – December 13, 2020 Data Collection and Organization 
- Each participant chose 1 photograph to showcase and 
discuss during subsequent interview (4 total) 
-One-on-One interviews with each participant to discuss 
participant’s photograph (4 total) 
-Researcher memos (post each interview + throughout the 
study)  






Appendix C: Dissertation Data Collection and Analysis 
 
 
Picture that Emma shared during interview #1 which sparked out plática 
Excerpt of Interview #1 with Emma + Analysis 
Sunday, September 13, 2020 at 11:00am 
Length of Interview = 45:11 
 
SUMMARY KEYWORDS 
feel, school, pay, teachers, picture, latinos, community college, preschool, job, called, college, 
layers, cohort, essential, graduated, kids, work, neighborhood, parents, reopen 
 
KEY TO COLOR CODING: 








financial hardship  
first-generation 
commitment to community  
sacrifice 
navigating institutions of higher education 




Emma  05:26 
Also the picture I wanted to show you was a picture of the my graduation. Not from high school 
or college. Before I went to college and after I finished high school. Because I was 
undocumented, my um, I couldn’t really afford the college courses like even the Community 
College because I had to pay the out of state fees. So like, my mom, like knew I wanted to be a 
teacher and I wanted to be a math teacher.  
 
Aura Perez  06:04 
Hmm. 
 
Emma  06:06 
But, but like going to community college was out of the question, like it just not gonna happen. 
So she’s like, she saw a sign at the (REDACTED FOR CONFIDENTIALITY) Community 
college, no um (REDACTED FOR CONFIDENTIALITY) occupational center. You could take 
some courses to become an early childhood teacher, and she said, like four classes and you can 
have a job. So I was like, Okay, my mom told me you could do that. And that way, it’s like, a 
little step and you can still be a teacher. 
 
Aura Perez  06:38 
Yeah. 
 
Emma  06:39 
So um, so I started taking the classes there and there you have to immediately be doing your, you 
have to do volunteer hours right away. So it’s kind of like a continuous practicum and I started at 
the at the (REDACTED FOR CONFIDENTIALITY) occupation and, and like I really enjoyed it, 
it was like a little bit of I’ve always loved kids, but like, it was like a little bit of caregiving, but it 
felt like school because they were like a little bit academic. So it was like people would trace all 
the letters and I was like, okay. And so after two classes, they hired me to be one of the co-
teachers in the classroom. And I worked in their summer camp. And so I had like, the 
opportunity to see a lot of age groups and feel like I dipped my feet in. And I worked there for a 
couple of years. And the, the picture I had is the picture from that graduation, which at the time 
felt like like a consolation prize, because I was graduating from a program but I had already 
started working. It didn’t feel...like I was making $7 an hour, it was like, I knew that I was not 
going to be able to support myself. It was fine while I was living with my parents and living with 
my family, but I knew that like, that was gonna be a rough life. At the same time, like my 
parents, my my, my dad and my sister were both working at like McDonald’s and jack in the 
box. And so I knew that I was making like about the same money so that mean I feel like that 
was the beginning of my career or like I got the job and I I was doing what I want it and it was 
like a good in the meantime job. 
 






Emma  09:00 
Once the once like the law changed a little bit and I think ab 540 came along, came on, and I will 
I would be able to go to community college. I started community college with a math degree like 
with a math major. But, you know, it was just a lot of a lot of classes and I had to have two jobs 
because it was the only way to support myself while being in a preschool teacher. 
 
Aura Perez  09:34 
Yeah. 
 
Emma  09:38 
Yeah, that was my pic. That was my that was my picture and in the picture is one of the few 
graduation pictures where my mom is still there. Because, um, my mom passed away before I 
graduated from college. So I had I got a high school graduation picture with my mom and that 
graduation picture with my mom. So I feel like my mom got me started in this in this career. But 
she didn’t get to see where I went with it. Come here. Come here. Stop complaining. He’s like, 
 
Aura Perez  10:14 
Coughing. 
 
Emma  10:17 
Yeah, you can tell that he’s old. 
 
Aura Perez  10:19 
Yeah, that’s like my dog too like whenever he drinks water he like starts coughing I’m like I 
don’t know. 
 
Emma  10:28 
But he got his hair cut yesterday 
 
Aura Perez  10:30 
He looks like a teddy bear 
 
Emma  10:37 
Anyway, you know that’s that’s the story of my picture. 
 
Aura Perez  10:41 
Yeah, thank you for sharing I feel like that’s so many like layers to it. You know, like how you 
got started in the field and just like, you know, the support system that you had to as well like 
your family. I feel like that’s also like something that I share. I feel like my family is like super 
important to me and like, they’re the ones who kind of like persuaded me to, like continue into, 
like higher education and get like my degrees. But also like talking about, like how much early 
educators are getting paid, you know, like, you’re getting paid the same, like my dad and mom 
also worked at McDonald’s and like, they made more money than I do right now. Like, in the 





Emma  11:24 
It’s, I feel like when when one of those days I went, I moved schools and I was like, making $10 
an hour and I was like, I am making I bank, and I went to like, because I had such a raise. Right. 
And I wanted in and out, and they had a sign that said, like, Oh, $15 an hour and insurance. And 
I was like, What? Yeah. 
 
Aura Perez  11:49 
Right. Yeah. Yeah, I mean, yeah, like so many layers, like, we know, we should obviously get 
paid more than we do. Because I like it’s like, a lot, right? Because it’s like the history of 
education as well. It’s like, the feminization of like teaching and like how that’s seen as just like 
a caregiving role and not really like, you know, whatever. Like, we’re not paid as much because 
of that.  
 
Emma  12:17 
Um, but yeah, like, it’s like, primarily people of Color who have these jobs.  
 
Aura Perez  12:23 
Yeah, yeah. 
 
Emma  12:25 
Primarily. 
 
Aura Perez  12:26 
Yeah. And like, also, just like, now, I know, there’s a shift towards like, having early educators 
get their bachelor’s degrees and all of that, and like, that’s leaving, some of these are the early 
educators of Color who don’t have those degrees in like an iffy zone, like, what are they going to 
do? They’re or they’re not going to pay get paid as much as those with bachelor’s degrees. And 
it’s like, 
 
Emma  12:52 
who oftentimes have so much more experience and gusto. 
 
Aura Perez  12:57 
Yeah 
 
Emma  12:58 
education.  
 
Aura Perez  12:58 
Exactly. And in Like, like penalizing them for something that like maybe they can’t afford, like 
they can’t afford to like, pay for these classes and like also they don’t have the time to like also 
take these classes while they’re also like working. So it’s just it’s a lot to think about as well. 
 
Emma  13:21 
Like that was where I was like, I was like there is no point in me going to get a BA if this is all 
I’m going to be making and I’m going to be in debt and I won’t be able to and I won’t be able to 
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afford going to get a BA I will not and I actually had one of my professors from community 
college, she and her husband contacted me like I had just gotten out of a bad relationship and it 
was like a lot of layers to this. And she said you know, if you wanted to continue to your ba we 
could give you a interest free loan so you can go to school, finish your ba and that could get you 
opportunity to get a better job and and then you can pay me as you can. And like that was like 
the biggest blessing I feel like do I often say like, if I believed in this when my mom died she 
sent me (REDACTED FOR CONFIDENTIALITY) to come in, help me get get better like and 
she and her husband helped to pay for my BA so I could go to (REDACTED FOR 
CONFIDENTIALITY) college and I finished my BA in two years and i should show you that 
picture and thanks to them I finished my BA and on graduation day they told me that they they 
didn’t actually want me to pay them back then that that was something they did for me and so I 
call her my fairy godmother.  
 
Reflective Researcher Memo 1 (Post Emma Interview) – Sunday, September 13 
KEY TO COLOR CODING: 








financial hardship  
first-generation 
commitment to community  
sacrifice 
navigating institutions of higher education 
early childhood education 
immigration 
 
• Emma was inspired to enter the field of early childhood education because of her mother 
• Her mother encouraged her to go to a vocational school because it would be quicker to 
enter a career and was more affordable 
• Emma’s undocumented status played in a role in limiting her career options 
o She originally wanted to be a math teacher 
• There were many times when I wanted to code a certain part of the interview in two ways 
– so I should go back and look at how a certain part of the interview could be coded in 
multiple ways 
• Thinking about Emma’s undocumented status and how she said community college was 
out of the question because it was not affordable made me realize how privileged I am as 




• Also in thinking about who I have worked with in the past as an early educators in 
California – it is common to come across teachers who have gone to vocational school or 
community college 
o It makes financial sense to have such degrees because early educators don’t get 
paid that much 
o Where is the incentive? 
o Also is this a sort of coded racism? 
• Emma mentioned that teachers of Color usually have jobs in early childhood education – 
which made me think about how in California we do see a lot of Latinx early educator 
but not with bachelor’s degrees or higher 
o Thus Latinx early educators are perpetually excluded from entering institutions of 
higher education by not being paid enough – it’s a vicious cycle 
• I also wonder where Emma would be if she had not gotten the financial help she got to go 
for her bachelor’s degree from her fairy godmother. It’s cruel for Latinx early educators 





Appendix D: Counter-Story as a Means of Analysis 
Excerpt of Coding, Chunking, and Pulling Themes from Melanie’s Counter-Story 
 
KEY TO COLOR CODING: 
race, identity, Latinx (and/or Latina/o)  




education à Themes: Lack of STEM support 
mentorship  
family à Themes: mentioned as support 
financial hardship  
first-generation à Clash of cultural norms 
commitment to community à Themes: serve and advocate for Latinx community w/disabilities 
sacrifice 
navigating institutions of higher education 
early childhood education 
immigration 
 
Excerpt from Melanie’s Counter-Story 
Oh, and in my IEP at the time it was to make sure that I sit in the front so that way I’m 
able to hear the teacher because when, when a child is hard of hearing or has some kind of 
hearing impairment is recommended that they sit in the front of the classroom and also make 
sure that their teachers are facing them. I know teachers like write on the chalkboard or write on 
the on the whiteboard for like lessons and they’re still talking, it’s best that they still turn and 
repeat it so that the child is listening or be able to grasp what the what the teacher is saying. So 
yeah, that was one of the things that was one of my biggest challenge - is that how to be assertive 
from such a young age and being able to tell the teacher um, can you please repeat that? Or can 
you just face me as you’re speaking to me? Because one, I didn’t want to be put on the spot and 
two how do you tell a teacher that? You know, from a student to a teacher. Is it appropriate? The 
last thing I wanted was to cause any issue or trouble. I did not want to be the center of attention. 
No, no, no, no. And so I just struggled and adapted as best as I could from K to 12.  
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I definitely knew starting from elementary school, like that’s where the inspiration on 
helping give back to the community started. I definitely wanted to help children and what really 
sparked my interest in helping children with special needs is when I had scoliosis, I was 
diagnosed with that when I was, I believe 11 or 12 years old. I did want to be a pediatrician, but 
math and science were not my strong suit. So to me, working in the sphere of children with 
autism with special needs is more like a personal mission for me because I know what it’s like, 
not being able to have that much resources as a kid. My parents knowing best what they could 
about IEPs. You know, what other resources could have been out there to help support in 
school? Because I’m also hard of hearing. So me being diagnosed with you know, scoliosis and a 
hearing disability is what pushed me like no, what else can I do out there so I can help other 






Appendix E: Pilot Data Collection and Analysis 
 
Picture that Ramona Flores shared during Interview #1 and which spurred some of our 
discussion 
Except of Interview #1 with Ramona Flores + Analysis 
Sunday, January 26, 2020 at 12:00pm 
 
KEY TO COLOR CODING: 
Good = Constructions of what or whom is “good” 
Positive Relationships w/Students+ Families =  A love for being an early educator and positive 
relationships and rapport with students and families  
Culture or Language Clash Occurance 
Challenges Encountered as an Early Educator 
Curriculum Described 
Student Turn Over 
Advice for The Field 
 
 
Aura Perez (AP): Ok, so I don’t think I need to keep them [referring to photographs that 
Ramona brought], but I will just take a picture of them [photographs], so I’m not responsible for 
them. And then it’s basically just an informal conversation of why you decided to take this 




Ramona Flores (RF): Ok, well – we were working on a groups of 10 – as you can maybe see. 
And then I just had a really good - that group was really cute, really good kids. That one 
[pointing to a girl in the picture], I still see on like a regular basis outside of work. I’m really 
close with her mom and then she is like such a good kid.  
 
But uh, yeah…after we made a group of 10. I’m like put them on your heads! Because why not, 
we had spare time and I took a picture. Like these kids are so cute, I love them so much! It’s 
something fun to do and they’re just so cute. And we made groups of 10 and put them on their 
heads.  
 
Comments by Aura Perez (AP) will be in red: Ramona Flores (RF) seems to have a positive 
relationship with her student (past and present) and throughout the interview mentions how 
“good” they are and her “love” for them. Later, in the interview she mentions how the love for 
her students has played an important role in keeping her in the field of early childhood education. 
 
AP: And this was taken when? 
 
RF: Oh, um…a couple of years ago. Back when I still worked in Encino. So probably like 2016, 
I think. 2016. Yeah, a couple of years ago. Yeahhhh. 
 
AP: Was that one of the first years that you were teaching? 
 
RF: This is probably my second year teaching. Ummm…kindergarten. Yes, I taught - one year – 
I had a mix of TKs [transitional kindergarten] and kindergarteners. One TK and then the rest 
were in kindergarten. This year [the year that the picture was taken], we had a mix of TK, 
kindergarten, and first grade – which was a whole thing onto itself. But yeah – this was a good 
group. She was in TK (pointing to student in photograph), the rest were in kindergarten. She was 
 
Researcher Memo 1 (Post Ramona Interview) – Sun Jan 26, 2020 
• Talked about the struggles she faced with the boy who threw chairs in her classroom 
• Dealt with it by standing up for herself and advocating for herself and going to 
administration to report and for support 
• Went on for about 5 months 
o Was about to leave the field 
• Until boy “beat up” admin 
o Then action was taken 
o This seemed to be a pivotal point that allowed her to stay in the school because 
she was on the verge of quitting 
• Disclosed that she was on the verge of quitting after this intense incident 
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o I asked if she was just going to switch jobs or if she was going to quit the field 
o She said most likely she was going to quit the field 
• Advocating for a friend (at her same school) now going through the same thing (student 
who has behavioral issues) who doesn’t like confrontation 
o We discussed how intimidating it can be for us as teachers to talk to admin about 
issues 
o And how crucial it is to have admin support 
• Self-motivation to be the best teacher she can be  
o This seems to be something that has kept her in the field – despite having 
encountered obstacles 
o Always searching for trainings and readings on how to improve as a teacher 
• Advocating for herself  
o Something else that that seems to be keeping her in the field 
o Not afraid of confrontation 
• Took her two years of learning on the job to feel confident as a teacher 
• For support goes to admin and to other teachers 
• Two of three other Latina teachers – the rest are white teachers 




Appendix F: Informed Consent Form 
Protocol Title: “Fotos y Recuerdos”: Latinx Early Childhood Teachers & Their Counter-
Stories Through FotoHistorias 
 
Principal Researcher: Aura Pérez, Ed.D. Candidate, Teachers College 
(818) 665-6871, ap3408@tc.columbia.edu 
 
 
INTRODUCTION You are invited to participate in this research study called “Fotos y 
Recuerdos: Latinx Early Childhood Teachers & Their Counter-Stories Through FotoHistorias” 
You may qualify to take part in this research study because you: 1. Self-identify as Latinx,  
2. Teach in an early childcare education setting within the County of Los Angeles, California,  
3. Have been a student in the U.S. K-12 education system, 4. Have completed a teaching 
program within the U.S. higher education system, 5. Are willing to take photographs depicting 
your experiences as an early educator, 6. Are willing to be interviewed to discuss the 
photographs you have taken and reflect on your experiences as an early educator. Approximately 
three to five people will participate in this study and it will take place over the course of five 
months (between August 1, 2020 and December 31, 2020). 
 
 
WHY IS THIS STUDY BEING DONE?  
The purpose of this study is to learn about the educational paths and experiences of Latinx early 
childhood educators in order to learn more about what sustains and retains Latinx in the field of 
education. This study also seeks to learn about the benefits of Latinx early childhood teachers 
teaching Latinx young children.  
 
WHAT WILL I BE ASKED TO DO IF I AGREE TO TAKE PART IN THIS STUDY?  
If you decide to participate, you will be asked to: 
• Take one photograph per month (August 1, 2020 through December 31, 2020) as a 
response to the study’s research questions. Notes on your photograph will be taken by the 
researcher. The researcher will also take a photograph of your photograph for reference 
purposes. You will be asked for permission by the researcher should she wish to 
reproduce or publish your photograph.  
• Partake in one-on-one interviews on a monthly basis (August 1, 2020 through December 
31, 2020) to discuss the photograph(s) you have chosen to share and discuss and your 
experiences as a Latinx early childhood educator. Interviews will be audio recorded and 
transcribed. Transcripts will be available for your review. 
• Choose your own pseudonym – a pseudonym or false name will be required in order to 
keep your identity confidential. 
 
WHAT POSSIBLE RISKS OR DISCOMFORTS CAN I EXPECT FROM TAKING PART 
IN THIS STUDY?  
This is a minimal risk study. You might feel embarrassed to discuss problems that you 
experienced during your K-12 education and/or while working in your school. You do not have 
to answer any questions or share anything you do not want to talk about. You can stop 
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participating in the study at any time without penalty. You might feel concerned that things you 
say might get back to your employer. Your information will be kept confidential.  
 
The primary researcher is taking precautions to keep your information confidential and prevent 
anyone from discovering or guessing your identity, such as using a pseudonym instead of your 
name and keeping all information on a password protected computer and locked in a file drawer.  
 
WHAT POSSIBLE BENEFITS CAN I EXPECT FROM TAKING PART IN THIS 
STUDY?  
There is no direct benefit to you for participating in this study.  
 
WILL I BE PAID FOR BEING IN THIS STUDY?  
You will not be paid to participate in this study.  
 
WHEN IS THE STUDY OVER? CAN I LEAVE THE STUDY BEFORE IT ENDS?  
This study will end December 31, 2020. However, you can leave the study at any time even if 
you have not finished.  
 
PROTECTION OF YOUR CONFIDENTIALITY  
The primary researcher will keep all written materials locked in a desk drawer in a locked office. 
Any electronic or digital information (including audio recordings and photographs) will be stored 
on a computer that is password protected. What is on the audio recording will be written down 
and the audio recording will then be destroyed. There will be no record matching your real name 
with your pseudonym.  
 
For quality assurance, the study team, the study sponsor (grant agency), and/or members of the 
Teachers College Institutional Review Board (IRB) may review the data collected from you as 
part of this study. Otherwise, all information obtained from your participation in this study will 
be held strictly confidential and will be disclosed only with your permission or as required by 
U.S. or State law.  
 
HOW WILL THE RESULTS BE USED?  
The results of this study will be published in journals and presented at academic conferences. 
Your identity will be removed from any data you provide before publication or use for 
educational purposes. Your name or any identifying information about you will not be published. 





CONSENT FOR AUDIO AND PHOTOGRAPHY  
Audio recording and photography are part of this research study. You can choose whether to give 
permission to be audio recorded and/or for photographs of your photographs to be taken. If you 
decide that you don’t wish to be audio recorded and/or for photographs of your photographs to 
be taken, you will still be able to participate in this research study.   
 
 

























WHO MAY VIEW MY PARTICIPATION IN THIS STUDY? 
 
____I consent to allow written, photographic, and/or audio-recorded materials viewed at an 






____I DO NOT consent to allow written, photographic, and/or audio-recorded materials to be 







WHO CAN ANSWER MY QUESTIONS ABOUT THIS STUDY? 
If you have any questions about taking part in this research study, you should contact the primary 
researcher, Aura Pérez, at ap3408@tc.columbia.edu. 
 
If you have questions or concerns about your rights as a research subject, you should contact the 
Institutional Review Board (IRB) (the human research ethics committee) at 212-678-4105 or 
email IRB@tc.edu or you can write to the IRB at Teachers College, Columbia University, 525 
W. 120th Street, New York, NY 10027, Box 151. The IRB is the committee that oversees human 
research protection for Teachers College, Columbia University.  
 
PARTICIPANT’S RIGHTS 
• I have read the Informed Consent Form and have been offered the opportunity to discuss the 
form with the researcher.  
• I have had ample opportunity to ask questions about the purposes, procedures, risks and benefits 
regarding this research study.  
• I understand that my participation is voluntary. I may refuse to participate or withdraw 
participation at any time without penalty. 
• The researcher may withdraw me from the research at their professional discretion. 
• If, during the course of the study, significant new information that has been developed becomes 
available which may relate to my willingness to continue my participation, the researcher will 
provide this information to me.  
• Any information derived from the research study that personally identifies me will not be 
voluntarily released or disclosed without my separate consent, except as specifically required by 
law.  
• Identifiers may be removed from the data. De-identified data may be used for future research 
studies, or distributed to another researcher for future research without additional informed 
consent from you (the research participant or the research participant’s representative). 
• A copy of the Informed Consent Form document.  
 
My signature means that I agree to participate in this study: 
 







Appendix G: Questions Used During Data Collection 
Participatory Photography (questions that were used to guide the participants 
participatory photography): 
1. How do Latinx early childhood teachers in the County of Los Angeles, California (where 
Latinxs are the growing demographic majority) verbally portray their stories of becoming 
early educators? 
a. What informed their decision to become teachers? 
b. What obstacles—if any—did they encounter? How did they negotiate them?  
c. What and/or who supported their journey of becoming early childhood teachers? 
2. How do Latinx early childhood teachers verbally portray their stories as early childhood 
educators in a community where Latinxs are the growing demographic majority? 
a. What and/or who keeps them motivated to stay in the field? 
3. As they reflect on becoming and being Latinx early childhood teachers, what consejos do 
they have for the field of early childhood education if it is serious about supporting the 
growth of Latinx early childhood teachers?  
One-on-One Digital Interviews (via Zoom/Skype, were audio-recorded, transcribed, and 
coupled with researcher memos and prompts to guide interviews): 
Due to the informal nature of the interviews and the FotoHistorias methodology which dictates 
that participants should have control over the interview and that the discussion should be free 
flowing and informal with the researcher also sharing any pertinent and personal information, 
there are very few prompts that the researcher has prepared for the interviews.  
The few prompts that the researcher has prepared to ask the participant consist of the following: 
1. Can you describe your photograph to me? 
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2. Can you tell me more about your photograph? 
3. What stands out to you about this photograph? 
4. What does your photograph represent? 
5. What is the story behind your photograph? 
6. Why did you choose to share this photograph? 
7. Where was this photograph taken? 
8. Who is in this photograph? 
9. When was this photograph taken? 
10. What does it tell me about who you are? 
11. What does it tell me about becoming and/or being a teacher? 
12. Is there anything else you’d like to share with me about this photograph, what it means to 
you, or what it represents? 
Researcher Memos (questions that were used to guide the researcher while writing her 
researcher memos after the interviews and throughout the study): 
1. Do you have any questions for the participant? If so, what are they? 
2. Is there something that you are curious (regarding photographs or participant) after the 
interview? 
3. Is there something that you would like to clarify (regarding photographs or participant) 
after the interview? 
4. Any notes on how to move forward based on photographs, interviews, participants, and 
their stories? 
